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ABSTRACT 
 According to Cohen and Brawer (2008), there are four curricular functions of 
community colleges. Students who enroll at community colleges may seek academic 
transfer, vocational or technical education, developmental education, or continuing 
education, which includes community service. Community college faculty and 
administrators face a wide range of students enrolling in their courses and are challenged 
to stay relevant to each student. Using Wenger’s communities of practice (1998) and 
Lave and Wenger’s legitimate peripheral participation (1991) as a theoretical lens, I 
conducted a case study of a community college with similarities to my own place of 
employment to understand: (a) how do faculty members create and maintain appropriate 
communities of practice, (b) how and in what ways do the communities of practice 
available reflect the goals of students, and (c) what challenges do faculty members 
perceive in their attempt to align communities of practice with student needs. 
 I interviewed all student music majors, all music faculty, the department chair, 
and the Vice-President of Academic Affairs, reviewed field notes, and analyzed pertinent 
		 vii 
documents available on the college website. I coded the data for the communities of 
practice concepts of mutual engagement, shared repertoire, and joint enterprise. My 
findings suggested that faculty members struggled to stay relevant to student 
expectations, a task that was exacerbated by many students who did not have 
expectations or who had unrealistic expectations. The diverse student body included 
many students that did not have career goals, academic expectations, or an understanding 
of the role of the community college. The case had such a small number of music majors 
that adding courses and programs was only possible within the structures of the current 
offerings and only if the cost to faculty members and the institution was minimal. 
Although idealistic about the potential of new programs that would attract more students, 
faculty members had to serve the diverse expectations of the student body inside the 
existing programs and courses. Implications from this research point to the importance of 
faculty members and administrations promoting open dialogue with one another, as well 
as with students, to align their goals and expectations.     
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CHAPTER ONE: INTRODUCTION 	
In the spring of 2007, I learned that the local community college had an opening 
for a band director. At the time, I had taught band at a school system where a large 
percentage of the students went on to attend this community college. As a result, I was 
fairly familiar with this community college’s music program, the location, and faculty on 
account of the various concerts and programs it held throughout the year, and which I 
attended. Because the previous band director was a brass player, the open band director 
position needed to be filled with a candidate who was also capable of teaching applied 
brass courses. The college was looking for someone to direct the band, the jazz ensemble, 
and teach various other courses including applied brass. Because I was currently a band 
director who had extensive experience playing trombone in jazz ensembles, was a tuba 
player, and had an all-state caliber trumpet studio at my current position, I applied for the 
job and was asked to join the faculty.  
 I was beyond thrilled to be a part of an institution of higher education. My own 
college years had been a wonderful experience and the time I spent as a graduate assistant 
during my master’s program made me hope that I could one day find a full-time position 
in higher education. I thought I knew what to expect on my first day on the job, but I 
quickly learned otherwise at my initial faculty meeting. While necessary, faculty 
meetings were not as informative about the actual process of teaching as they were a 
forum for the technicalities and administrative processes to be laid out and impressed 
upon the faculty. Through the course of the meeting, it became clear that a community 
college was a very different institution than any other college I had every attended 
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myself.  
 I was immediately struck by the range of students I would be teaching. In the 
same classroom, I had a freshman immediately out of high school who enrolled with the 
intent of earning credits toward the first two years of a bachelor’s degree at a discounted 
price, a grandmother seeking to expand knowledge of a subject she found to be 
enjoyable, a student who had been out of high school for a few years returning to make 
up deficiencies that had barred him from attending the university, and a self-proclaimed 
future rock and roll star planning to start his music career immediately following a few 
semesters of community college. I realized that I had the difficult task of designing a 
curriculum and programming concerts that would serve all of these students with 
disparate needs and desires.  
 As a result, each course I taught proved to have unique challenges. While I was 
prepared to teach standard band literature by composers like Gustav Holst or Ralph 
Vaughan Williams, only a portion of the band members had ever heard of these 
composers, and many lacked the skills to play the parts. In Music Theory I, I had 
experienced musicians sitting next to karaoke stars who had never even learned to read 
music. Both Music Theory I and Concert Band required me to walk a delicate tightrope 
where I had to provide remedial assistance for the most deficient students and keep the 
advanced or at-level students involved and engaged, all while teaching the skills and 
content required of the given course. I found a diverse set of students in every course I 
taught. For example, in the trumpet studio, one student might be working on the 
quintessential Hummel Trumpet Concerto while another was barely capable of 
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performing literature I had assigned to 7th grade members of my previous secondary 
school studio. 
 It became clear that the higher education nirvana I had envisioned when I 
accepted the position was far from a reality. To perform this job well, I would need to 
learn how to delicately balance students’ needs so I could teach everyone, regardless of 
their previous experience or current knowledge. This huge disparity among students 
exists in part because the community college is designed to provide opportunities for a 
wide range of students and is open to anyone willing to apply themselves. Ideally, the 
curriculum would have built-in flexibility to support students seeking vocational or 
terminal education, those looking to make up deficiencies, those seeking the first two-
years of a bachelor’s degree who plan to transfer to a four-year university, and non-
traditional students taking a course for enjoyment. Therefore, the faculty at community 
colleges are expected to structure the curriculum to allow for the personal growth of 
every student. Each of these students attend community college for a different reason, 
have different goals and expectations, and yet are placed in the same course section with 
a professor tasked to ensure success. As a new professor, I was not prepared for the 
challenges that came with designing and implementing a community college curriculum, 
but I had to face this reality quickly in order to support students’ career plans, aspirations, 
and their reasons for attending and enrolling in my classes.  
Community College Participation 
Why do students attend community colleges? There are perhaps more prestigious 
places to study; the draw of the community college is more likely its versatility and 
		
4 
openness. Whether it is the higher tuition cost of a university, the geographic location of 
the community college, or the academic barrier to entrance at four-year universities, 
many students choose to attend community colleges either for convenience or out of 
necessity. Although all institutions of higher education, including community colleges 
and universities, are constantly marketing themselves to potential students, the 
community college’s historical role differs considerably from that of the university. 
Educational researchers Cohen and Brawer (2008) defined the community college as 
“any institution regionally accredited to award the associate in arts or the associate in 
science as its highest degree,” and offered a variety of unique curricular functions. They 
further delineated the functions of community college as: academic transfer, vocational-
technical education, developmental education, and continuing education and community 
service (Cohen and Brawer, 2008). Each of these functions is discussed below.  
 The first of these curricular functions is academic transfer where students enroll 
in community colleges to take courses that will qualify at a university toward the first two 
years of a bachelor’s degree (Cohen & Brawer, 2008). This function allows students to 
take lower-level general education courses at the local community college in lieu of 
moving away from home and paying higher tuition costs at a university. Nearly three-
fourths of first-time community college students seek to transfer to a university and attain 
a bachelor’s degree (Kojaku & Nunez, 1998). Additionally, more than half of community 
college students are non-traditional students and would not have attended a four-year 
institution (Rouse, 1998). This role of the community college allows universities to be 
more selective about their freshmen admission requirements while still admitting transfer 
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students who will enter the university as juniors. In the state in which I work, community 
colleges and universities have worked together to create a transfer matrix to ensure that 
lower-level courses will transfer between the participating institutions, which can help to 
avoid stressful and awkward situations where student work is not accepted when the 
student transfers from a community college to a university.  
 The second curricular functions is vocation or technical education (Cohen & 
Brawer, 2008). Whereas the community college exists to serve the community, this 
function varies by geography and demographics. Students who enroll in vocational or 
technical education seek terminal degrees that will allow them to go to work immediately 
upon graduation. The connection between industry and business interests and curriculum 
is the most prominent in this function. A large company has a vested interest in workers 
with a given set of skills and uses its political and capital influence to ensure that the 
local community college produces graduates that possess those skills. Students may 
enroll in the community college knowing that it has a relationship with the company, 
which may make it easier to find work upon graduation. This function has been noted by 
numerous researchers to cast a shadow on the community college. Daugherty (1994) 
noted that, while some local and state government officials sought to establish 
community colleges for this function, their real motivations may have be in question due 
to the support they received from business interests. Brint and Karabel (1989) pointed out 
that the influence imposed by industrial interests and low-level politicians may not be as 
helpful as it seems and that these interests have attempted to deemphasize the academic 
transfer function of community colleges in an attempt to influence students against 
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pursuing higher degrees and towards entering work after two years of study. Pincus 
(1986) identified the dichotomy of this relationship with industry. While students were 
able to start to work and earn income after only two years at a community college, in the 
long term these students were ultimately harmed because this choice results in a lack of 
lifetime earning potential that would have come commensurate with a more advanced 
degree.  
 The third curricular function is developmental education (Cohen & Brawer, 
2008). The admission requirements to universities are designed to limit the number of 
students accepted. Left with little alternative, students who find themselves with a 
rejection letter must find a place to study or give up on higher education. If the reason for 
their rejection is due to academic deficiencies, then students are tasked with shoring up 
those deficiencies before continuing with their education. Community colleges can cater 
to these students by offering developmental courses designed to give students further 
study in the areas in which they are deficient. Ninety-five percent of community colleges 
offer remedial courses, most often in multiple tiers, while 41% of all students entering 
community college are underprepared in reading, writing, and/or mathematics (McCabe, 
2000, p. 4). In remedial or basic courses, students can master skills and then focus on 
terminal vocational programs, academic transfer, or reapplying for entrance into the 
university. Without them, it is estimated that around two million students would drop out 
of college (Higbee, Arendale, & Lundell, 2005). As explained by Lau (2003), “Students 
who lack the basic and fundamental skills [ … ] are finding it difficult to cope with the 
normal course workload” (p. 2).  
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 The final curricular function is continuing education and community service 
(Cohen & Brawer 2008). This function refers to the cultural and social function the 
community college may serve in its community. Continuing education programs are 
designed for individuals who wish to take courses for personal development. The open-
door enrollment policies of most community colleges may not be possible in universities 
who require students to go through a rigorous application process just to be admitted. 
Students all along the entire spectrum of age or societal constraints are allowed to take a 
course or courses at their leisure. A singular interest in a subject may lead to the pursuit 
of a degree or may just simply be for the satisfaction of learning a new skill. The 
relatively low barrier to entrance and relatively inexpensive price tag allows students to 
more readily enroll in these exploratory courses at the community college.  
Music at Community Colleges 
 The curricular functions mentioned above also apply to music education curricula 
in community colleges. For example, students may enroll in a community college music 
program to earn an associate’s degree and transfer that degree to a university or 
conservatory as the first two years of a bachelor’s degree. They may also find themselves 
unable to gain admittance to the university or conservatory of their choice because of 
deficiencies in either general academic subject areas or perhaps even in musical subjects. 
These students must postpone their university or conservatory study until they have 
overcome these deficiencies by enrolling in remedial/basic/developmental courses at a 
community college. On the other end of the spectrum, there are students who are not 
seeking academic transfer or even graduation, but are seeking to learn about music 
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because they enjoy it and it enriches their life. Members of the community may simply be 
pursuing performance opportunities in the community colleges band or choir. 
  Another section of the music student population at community colleges are 
seeking terminal or vocational education in music. Krikun (2014) studied the historical 
significance of this avenue of study in a few trailblazing community colleges in the 
middle of the last century and found that community colleges pioneered the inclusion of 
popular styles in the curriculum. As jazz and swing music were the popular music of that 
time period, a few early community colleges offered courses in these styles while the 
students enrolled in them were working as jazz and swing band musicians to pay their 
tuition.   
 Today’s popular music is very diverse; therefore students who are seeking to hone 
the necessary skills to make a career in popular music may need to check into the course 
offerings and diversity of music styles offered at the school to ensure the program meets 
their needs. For example, conservatories would arguably be the best choice for students 
who seek to perform classical music in an orchestra or opera. Jazz is an option at most 
universities, as this once popular form of music is now academically mainstream. In the 
state in which I work, musical theater is an option in many community colleges and 
universities, but popular music such as rock, pop, rap, techno, or country are rarely 
included in the curriculum.  
Communities of Practice at Community Colleges 
Students who enroll in community colleges for the purpose of transferring to a 
university, vocational education, developmental education, or non-degree personal 
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development are seeking to join what Lave and Wenger (1991) call a community of 
practice. Communities of practice are formed by people who engage in a process of 
collective learning in a shared domain. We all belong to multiple communities of practice 
and our membership is constantly evolving throughout our lives. Communities of practice 
can be so informal that they are difficult to see, but, as they are so pervasive, they are also 
very familiar (Wenger 1998, p. 7).  
When students enroll at a community college, they enter into a community of 
practice, or communities of practice, that are limited by the participation and offerings of 
that particular college. They do not necessarily leave any of their current communities of 
practice; in fact, they bring their own skills and knowledge and contribute it to the 
communities of practice they join. In a process Wenger (1998, p. 109) called brokering, 
members of one community of practice bring their expertise and use it to contribute to a 
different community of practice they join. The communities of practice at a community 
college are enriched by the diversity of the students that enroll.  
As previously mentioned, membership in a community of practice can be very 
informal; however, membership in a community of practice at a community college is 
often much more formal. Students must apply to the college, be accepted, and enroll in a 
course to join the more formal communities of practice that can exist at a community 
college. Boundary objects are the artifacts, terms, and concepts that organize 
communities of practice (Wenger 1998, p. 105). Boundary objects in formal communities 
of practice, like a course at a community college, help to organize the interconnections of 
the membership, or students in the course and the instructor. Often the interconnections 
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of the students and instructor are unique skill sets or similar skill sets used in different 
ways. For example, a rock guitarist enrolled in a jazz ensemble will bring a unique skill 
set to the group and will be legitimized by her ability to improvise a rock solo and 
understand song form, even if she is not yet fully capable of sightreading the notes on the 
page. This is not to say that the members of a formal community of practice at a 
community college are limited to participation in formal settings. All communities of 
practice have boundaries, some more formal and obvious than others. Crossing these 
boundaries into new and different communities of practice is often when brokering 
occurs and the expertise of multiple communities of practice enrich each other.  
  Legitimate peripheral participation is a term used to describe the tangential 
involvement of those who wish to gain a role in a given community by those currently 
involved in the given community (Lave & Wenger, 1991, p. 29). The tangential 
involvement can be gradually increased as a “newcomer” becomes more aware of the 
practices of the community and can interact in a meaningful way (Lave & Wenger, 1991, 
p. 57). If the interaction involves expertise brought from another community of practice, 
brokering occurs. Community members–newcomers and old-timers alike–work toward a 
common enterprise through collective learning and social interaction.  
 The specific communities of practice community college students wish to join 
may vary, but might include theater or music theater troupes, wind bands, jazz bands, 
music therapy collectives, chamber ensembles, rock bands, orchestras, among others. By 
design, students enrolled in community colleges are typically classified as freshmen or 
sophomores. Upper division courses associated with the junior, senior, or graduate level 
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are not offered and students graduate with an associate degree after their sophomore year 
to pursue their education further or enter the work force. A benefit of a lack of 
upperclassmen is the immediate access given to younger students. Legitimate peripheral 
participation in a given community of practice is available on a relatively accelerated 
timeline. Sports teams, clubs, musical ensembles, cast lists, campus jobs, etc. are 
completely populated by freshman and sophomore students. If these same students 
enrolled at a four-year university, they would have to compete with upperclassmen and 
either lose access to these campus activities, or their access may be delayed. This access 
is in contrast to the loss of influence, guidance, and modeling upperclassmen provide to 
younger students as they participate. Some research suggested that college students 
benefit from taking courses with high-performing students (Winston & Zimmerman, 
2004). Faculty at community colleges must often assume the role of both teacher (broker) 
and more experienced mentor (master practitioner, or old-timer) as the volume of high 
performing upperclassmen is cut by two-thirds. 
 A student who wishes to participate in a specific elite activity upon entering 
college will probably have an increased likelihood of being selected into that activity at a 
community college. This is common in sports particularly, as students who cannot 
participate on elite college teams due to academic or talent deficiencies use community 
colleges to further their academic development with the hope of making it onto the elite 
team in the future. Access to a community of practice at a lower achievement level may 
be seen as preferable to spending a full school year with no access to any community of 
practice. Music students can use the community college in a similar way. If entry into an 
		
12 
elite music program is denied, a community college can serve to shore up the deficiencies 
in the student’s performing abilities and allow them to reapply having accomplished two 
years of college-level training. Additionally, both sports and music students may be more 
interested in the chance to participate immediately, and may choose a community college 
over an elite four-year program for this reason. Enrollment appears to be particularly tied 
to tuition costs, demonstrating the financial needs of students and the economic dynamics 
of higher education (Kane, 1995; Rouse 1994). Sports and performing arts programs can 
help to offset these costs with scholarship dollars that may have gone to juniors and 
seniors at a university.  
 Classroom-based courses like music theory or music history may be technically 
similar from school to school, but it is impossible or impractical for performance-based 
courses to be equally similar. Each school has inherent strengths and weaknesses for 
students to consider when making a decision about what school to attend. The most 
visible part of a music or drama department at a college or university is its performance 
ensembles. Perspective students can consider the relative strength of these ensembles to 
help them to make an informed decision about which college or university to attend. 
They can also help them compare schools with variable levels of access, achievement 
level, and performance opportunities.  
 Community college students who wish to become music teachers may have 
accelerated legitimate participation in music ensembles, move into leadership positions 
sooner, and perhaps even gain closer access to professors than if they had chosen to attend 
a larger four-year university. Similarly, students who wish to become performers may also 
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have more access to leading roles and solo opportunities at a community college, due to 
the absence of upperclassmen, who have graduated on to a four-year college or university. 
Even continuing education students at community colleges who are taking courses for their 
own personal growth may find that the lack of upperclassmen grants them more access to 
ensembles and faculty, which in turn grants them access to their desired community of 
practice and enjoy legitimate participation.   
Statement of the Problem 
A tension exists in academia as faculty seek to stay current and relevant. 
Community colleges are tasked with serving the community and offering terminal or 
vocational education (Cohen & Brawer 2008). This curricular function seems to mean 
that music departments at community colleges will likely have students enrolled in their 
courses who wish to learn a variety of popular and music performance styles. While it is 
common for a community college to include band and choir offerings, these ensembles 
represent communities of practice that are self-perpetuating. Less common are 
communities of practice that would support student learning of contemporary popular 
music styles, solo playing, or modern technology.  
Is it possible for community colleges to create and maintain appropriate 
communities of practice for all of the students considering the wide diversity of their 
educational aims? If classically trained professors are to offer courses in popular styles, 
where do professors learn these skills? Do community colleges need to hire popular 
musicians to teach these courses in order to create an appropriate community of practice? 
Part-time faculty can be difficult to find in rural areas and the empirical evidence on their 
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effectiveness has been mixed (Jacoby, 2006; Ehrenberg & Zhang, 2004). Part-time 
faculty must meet the same highly qualified status standards as full-time faculty (Higher 
Learning Commission, 2016), which limits the options for faculty in rural-area colleges. 
Väkevä (2010) advocated for the inclusion of digital and computer-aided music 
into the curriculum so that students can learn about music in the medium in which they 
create and consume it. As music creation and consumption moves online, others have 
sought to understand the role higher education can play in online music communities of 
practice (Partti & Karlsen, 2010). The researchers above, among other researchers 
discussed in Chapter 2, have suggested that faculty with a traditional classroom-based 
education will soon find themselves teaching diverse musical styles with alternative 
delivery methods. The student demand for skills outside the expertise of the faculty 
demonstrates a fundamental issue for which community colleges must find a solution if 
this demographic of students is to be serviced. There exists, therefore, a need to 
understand how community colleges can be open to preparing students for diverse and 
non-standard musical communities of practice. 
Purpose of the Study 
 The purpose of this study is to determine how one community college in the 
Midwest promotes curricula, approaches higher education, and offers courses that either 
enable or constrain student participation in their desired musical communities of practice. 
In doing so, I seek to determine how the school’s mission statement related to their actual 
course offerings and available communities of practice, and whether these course 
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offerings, stated mission, and available comminutes of practice were an accurate 
reflection of student needs.  
Research Questions 
The following questions guided my inquiry: 
How and in what ways do faculty members create and maintain appropriate 
communities of practice within the structure of community college as it 
relates to the college’s mission?  
How and in what ways do the communities of practice available at a community 
college reflect the needs and goals of its diverse student population? 
What challenges do faculty perceive in their attempt to align offered communities 
of practice with student needs and goals inside the constraints of the 
school mission and curriculum?  
Conclusion 
 A community college classroom may potentially contain a student at every point 
on the spectrum of Cohen and Brawer’s (2008) community college functions. A single 
classroom may have grandparents taking recreational courses and recently graduated 
former high school students sitting beside middle-aged members of one profession 
seeking to work toward a new degree and a new profession. The same classroom may 
contain valedictorians and those who are deficient in most subjects. Community college 
teachers are tasked with reconciling these differences and finding a curriculum that serves 
each student’s needs.  
 Faculty members at community colleges are expected to create relevant 
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experiences for potential students, and tailor the curriculum to student needs. The needs 
and ultimate goals of the individual students are important to understand, therefore, if the 
curriculum is to match student expectations and provide an educational experience that 
helps them to achieve their educational goals. As the industry and job market evolves, so 
must we understand how to adapt degrees and curricula to give students a place to 
participate in relevant communities of practice.  
 Music programs in community colleges are not exempt from the need to stay 
relevant. After graduation from a community college, students may seek to continue their 
education at a university or enter the workforce, particularly if they sought vocational 
training at the community college. Understanding the goals of current students may help 
to influence the way community colleges teach these students. Students who wish to enter 
the workforce after graduation may need a very different set of skills, and thus a tailored 
curriculum, as opposed to students who plan to continue their education elsewhere. A 
program that does not effectively serve both types of students may be doing a disservice 
to some students, which may result in a loss of students as the program progresses in 
time. 
 Regardless of the education level or educational goals, community college 
students can be said to be seeking entry into a wide range of communities of practice. If 
the community college is to serve this diverse set of students, the institution must identify 
and base curricula around these communities of practice. This is not a simple task, as the 
communities of practice students wish to join may be as diverse as those of the music 
conservatory, of cruise ship musicians, of sound engineers, of elementary school music 
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teachers, and so forth. While an education that serves each of these diverse fields will 
have some overlap, there is also much room to tailor each educational experience to 
allow students to eventually gain full participation in their chosen community of practice.  	 Each student is unique and each community college has something unique to 
offer. If a community college wishes to reach the widest range of students, it is 
imperative for faculty and administrators to understand how they might adapt curricula 
and educational approaches to match the needs of the students they attract. Music 
programs at these colleges must likewise understand how to adapt to the needs of its 
diverse student populations. This knowledge can, then, provide the potential to ensure the 
community college is fulfilling the needs of the community in which it operates. 
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CHAPTER TWO: THEORETICAL AND EMPIRICAL LITERATURE 
In this study, I examine how and to what extent the communities of practice 
active in a given community college meet the expectations and needs of its student 
population, and how those expectations and needs play a role in the curriculum. In the 
first section of this chapter, I review theoretical literature to help clarify concepts from 
Lave and Wenger’s legitimate peripheral participation (1991), which evolved into 
Wenger’s communities of practice (1998), and which serves to frame the questions and 
findings in this study. In the second section of this chapter, I describe related studies that 
have applied these concepts in the field of education. While I include research in higher 
education, most of the educational research involving communities of practice or 
legitimate peripheral participation is in secondary education. Therefore, I identify and 
present these studies in order to more fully understand how legitimate peripheral 
participation and communities of practice have been employed in research regarding 
curricular design and related student experiences. 
Theoretical Literature 
Legitimate Peripheral Participation  
 While studying apprenticeships, Lave and Wenger (1991) realized that each case 
they studied was historically and culturally situated; furthermore, this situatedness 
applied to every activity in the world around them. Applying this concept to learning, 
they saw situated learning as a social concept in which cognition occurred in the context 
of social interaction. Legitimate peripheral participation was termed as engagement in 
social interaction for the purposes of learning (p. 34). According to these authors, social 
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interactions change as the nature of learning and engagement progresses over time. 
Newcomers learn from and eventually join and/or replace old-timers in any given 
activity. This can be seen in a multitude of situations, including the workforce, where 
new employees (newcomers) learn from established employees (old-timers) whom they 
eventually replace. The cycle continues as long as there is turnover in the workforce 
(Lave & Wenger, 1991, p. 56). 
 The nature of legitimate peripheral participation puts new participants in low-risk 
tasks at the periphery of a practice. As the participants grew more capable and confident 
they take a more central and vital role in the practice. The identity of the participant 
evolves from newcomer to master practitioner as the participant undertakes more 
pertinent and important roles. As more experienced practitioners leave, new practitioners 
arise to take their place. The master practitioners eventually become old-timers who retire 
and are replaced by those they guided (Lave and Wenger, 1991). 
Communities of Practice  
 Wenger (1998) developed and refined the ideas of legitimate peripheral 
participation and situated learning as a basis for his theory of communities of practice. 
Communities of practice has since become a form of social learning theory with its own 
set of assumptions and its own focus. These assumptions enable a coherent level of 
analysis of learning through membership in communities of practice and yield a 
framework from which a consistent set of general principles and recommendations for 
understanding and enabling learning can be derived. Wenger identified the four 
constructs of his theory as meaning, practice, identity, and community based upon the 
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premises that people are social beings, knowledge is a matter of competence with respect 
to valued enterprises, knowledge is a matter of participating in these enterprises, and that 
learning ultimately produces meaning. Each of these constructs is described below.  
 Communities of practice are potentially everywhere, and individuals can be seen 
to belong to many different communities of practice simultaneously. Communities of 
practice may not be overtly obvious and are often “so pervasive that they rarely come 
into explicit focus,” causing them to be taken for granted by most people (Wenger, 1998, 
p. 7). Family in the home, extended family, work, school, playgroups, church, and 
extracurricular activities are examples of some of the innumerable communities of 
practice of which an individual could be a part, either as a core member or a more 
peripheral member. Each community of practice has its own set of values and guiding 
principles. Individuals might contribute by being actively or passively involved to some 
degree; however, this involvement can evolve over time as the individual learns, grows, 
moves on to other communities of practice, or becomes a more central figure in a specific 
community of practice.   
 Practice as meaning. To Wenger (1998), meaning is a process that is negotiated 
by active engagement in specific communities of practice and happens with any human 
engagement in the social world. The process of negotiation involves the extension, 
redirection, dismissal, reinterpretation, modification, or confirmation of meanings as they 
occur in common experiences, such as in the way a Broadway stage production is 
conceived, presented, reflected upon, reimagined, revised, and reworked as it prepares for 
an extensive run. This process includes the way we experience the world and our 
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engagement in it as meaningful. By engaging in practice, we develop patterns, and these 
patterns become routines. As these routines are repeated, individuals negotiate their 
meaning especially as new and/or unexpected events alter them. The new meanings will 
be added to the body of knowledge of the community for future reference or integration 
into the routine. 
 The diverse processes involved in the actions of a member of a community of 
practice constitute what Wenger called participation (Wenger, 1998, p. 55). Participation 
encompasses a wide range of processes, both personal and social, combining doing, 
talking, thinking, feeling, and belonging and encompasses the body, mind, emotions and 
social relations (Wenger, 1998, p. 56). It is an active process that includes both positive 
and negative relationships among those in a community of practice, both collaboration 
and competition. Participation shapes the individual as a member of a community of 
practice just as that individual’s participation shapes the community. This relationship is 
not part-time: An individual in a community of practice continues to be a member of the 
community regardless of whether they are currently actively practicing. It is part of an 
individual’s identity and cannot be turned off. For example, when a guitarist in a rock 
band goes home after a show, he is still a rock guitarist even though he is not currently 
actively playing rock guitar.  
 The physical manifestations of active processes involved in a community of 
practice are what Wenger (2008) called reification (p. 58). Reification is the process of 
producing objects that exemplify the process of experience. These objects may be tools 
used to perform a task, a procedure that codifies the actions required for a given process, 
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or a musical score used as a way to preserve the actions of a community of practice for 
later use. The process of conjuring these objects into being is in itself evidence of the 
community of practice at work; those who participate must become familiar with the 
constructs to be able to gain full membership into the community.  
 The benefits of reification include the ability to focus the actions of a community 
into a physical form that can be communicated to others over time and space. Artifacts 
can be adapted by each specialized community such as the difference between musical 
scores used by orchestras, which have individual parts for the orchestra members and a 
full score for the conductor, and musical scores used by a jazz quintet that will often only 
include the melody with chords written in over it. Both of these artifacts communicate the 
music to the players, with each community tailoring the score to be most efficient and 
communicative for their own participatory purposes.  
  Participation and reification together allow individuals to negotiate meaning in a 
community of practice. In an academic environment, ways of negotiating may include 
discussion boards, tests, or surveys that show educators what the students know versus 
what they need to know, which in turn informs further lessons. Participation and 
reification also make up for each other’s shortcomings. Participation is required to fully 
understand and interpret the results of reification just as the reification allows for deeper 
and more pervasive participation. Although there is a danger that the reification process 
may encourage superficial participation in a community of practice and substitute the end 
result for the process, only when the reification and participation combine can an 
individual become a full member of a community (Wenger, 1998, p. 70).  
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 Practice as community. Wenger (2008) described the three dimensions of the 
relationship between community and practice as mutual engagement, joint enterprise, and 
shared repertoire. A characteristic of a community of practice is the mutual engagement 
of its participants, where participants are actively engaged with each other as they 
negotiate meaning together. This process cannot occur in an abstract way. Mutual 
engagement occurs when members of a community are included in the decisions and 
actions that affect the community of practice of which they are a part. While newcomers’ 
influence may be minimal in the decisions and actions of a community of practice, their 
influence continues to grow as the newcomers transition to full participation.  
 Communities of practice rely on the complementary contributions and the 
overlapping abilities of its members. Whereas in some respects a community of practice 
is homogenous in its membership, the diversity of the group is also critical to its function. 
A community member with a specific specialization will enrich a community made up of 
members with complementary competencies and will add value to the experience of 
everyone involved. Similarly, a community composed of practicing peers who share a 
specialization will also enrich the experience of everyone. The diversity and homogeneity 
of the groups are both assets to the community of practice (Wenger, 1998, p. 75).  
 Mutual engagement in communities of practice is not always peaceful, happy, or 
harmonious. Tension, disagreements, and conflict are side effects of prolonged 
interpersonal engagement and can be typical and common. These seemingly negative 
attributes may be the core characteristic of some communities of practice, like in the case 
of a dysfunctional family. Disagreements, challenges, and competition could be 
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construed as forms of participation and may even reveal a greater level of commitment to 
the community than conformation. Expressing an opposing viewpoint for the betterment 
of the community of practice enriches the discourse, even if it is at the expense of 
harmony amongst the membership. The shared experiences of the members of a 
community of practice show the complexity and diversity of human interactions 
including complex mixtures of teamwork and conflict.  
 Joint enterprise is the second dimension of a community of practice as described 
by Wenger (2008). Joint enterprise is a reflection of the complexity of mutual 
engagement and is a result of the collective process of negotiation. The negotiated 
response of a community of practice to a given situation is what defines their members’ 
joint enterprise. In the process of negotiation, participants are held mutually accountable 
to each other.  
 While members of a community of practice may be engaged in joint enterprise 
when their actions are interconnected and dependent, engagement does not indicate that 
everyone was doing the same thing, that they had the same working conditions, or that 
they were in full agreement. Communities of practice are not self-contained and joint 
enterprise will be shaped by its position inside the larger historical, social, cultural, or 
institutional contexts subject to their own constraints and with specific resources 
(Wenger, 1998, p. 79).  
 The final dimension that Wenger (1998) used to describe the relationship between 
community and practice is shared repertoire. In the act of joint enterprise, a community of 
practice will develop resources over time that it will use to negotiate meaning. The 
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elements of this shared repertoire are very heterogeneous and gain coherence as they are 
used repeatedly by the community of practice. The repertoire may include routines, 
words, tools, symbols, etc. and includes the ways members express their membership and 
their identities as members of the community of practice. The repertoire is inherently 
ambiguous and reflects a history of mutual engagement among the members that allows it 
to become a resource for negotiating meaning (Wenger, 1998, p. 84).  
Empirical Literature Using the Communities of Practice Framework 
 Research in education and music education that uses communities of practice as a 
theoretical framework is relatively new. However, these studies have implicated that–
while pedagogy is important–social interaction and learning that proceeds from it are also 
important. Student engagement has been found to be a benefit of participation in 
communities of practice and when students join communities of practice that they 
choose. For example, Countryman (2009) examined recent high school graduates and 
explored the nature of their experiences in their high school music departments. The most 
prevalent themes in the interviews about their interactions with music teachers and peers 
was the sense of being in a community of practice that was focused on making music 
together. Notably, many former students noted that they valued the community as highly 
as they did the practice (Countryman, 2009, p. 106). Making music was something they 
practiced, which exposed them to a community they came to treasure. The highest 
regards came from former students whose music teachers tailored the curriculum to the 
individual students, resultant from teachers allowing the community of practice in their 
classrooms to grow organically and thus provide a “much more nuanced and fluid vehicle 
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for learning” (Countryman, 2009, p. 96). 
Peer Groups as Communities of Practice  
 Communities of practice as cultivated by educators for their students are 
essentially peer groups in which the students are newcomers. The role of the old-timers 
can be filled by the educator or a cooperating teacher or members of the professional 
community. The role of these peer groups as introductory communities of practice has 
been noted by many researchers. Meyer and Carlsen (2001) investigated a peer group 
formed in a course on curriculum design. The community of practice in their example 
consisted of preservice teachers and students from other disciplines that resulted in a 
richer, more diverse community of practice. In the field of sociolinguistics, Davies (2005) 
examined adolescent speech patterns through the lens of legitimate peripheral 
participation and communities of practice. The communities of practice in this case were 
peer groups that set trends in speech patterns. Students seemed to tie their identity to their 
place in the social hierarchy within this peer group. The social interactions played a role 
in the communities of practice just as the subject matter did. The speech patterns of those 
at the top of the social hierarchy were modeled by newcomers including instances of 
brokers introducing new speech patterns to the community of practice that were adopted 
by those at the top of the social hierarchy, speech patterns which quickly spread to the 
rest of the community of practice.  
Another example of an educator cultivating communities of practice among peer 
groups occurred when Blair (2008) studied a group of first year teachers who had been 
organized into a community of practice with the new teachers as newcomers and the 
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researcher as the master practitioner. In this instance, Blair served as a mentor to first 
year elementary music teachers. The teachers being studied both travelled to multiple 
schools, and often from room to room, teaching different music classes. Because of this 
nomadic lifestyle, the new teachers felt isolated. The researcher continued to observe 
them as they were assigned into a peer group with the researcher as the mentor. The 
results were overwhelmingly positive for the new teachers who now had peers with 
whom to commiserate, and a mentor from whom they could solicit advice. Notably, while 
the new teachers initially were embarrassed to share their own doubts and experiences 
with each other, they eventually started to omit the researcher from parts of their 
discourse and converse with each other directly (Blair, 2008, p. 108).  
Fitzpatrick (2013) likewise found that students who initially were compelled to join a 
peer group, in this case an online community forum for preservice teachers, soon found 
the benefits of community-based learning and started to use the tools at their disposal to 
suit their own needs. Many preservice teachers exceeded the required and/or 
recommended use of the online forum. They seemed to be using the virtual space to 
foster and facilitate their community of practice, independent of the scope of the original 
study. Goos and Bennison (2007) had similar findings in their study of preservice 
mathematics teachers who then became first year teachers. In this case, an online bulletin 
board was the medium that fostered and facilitated the community of practice.  
Brokering  
 Brokering occurs when expertise from multiple communities of practice cross 
from one to the other, strengthening both. Brokering usually takes place when a 
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participant brings a skill set and experiences, or boundary objects, from one community 
of practice to another and uses them to enrich the new community of practice in 
innovative and unique ways. This enrichment can occur in a variety of ways. For 
example, Partti (2012) observed a group of digital musicians of varying talents who were 
distributed into different combinations on multiple projects resulting in a large 
community of practice containing members with very diverse skill sets and musical 
backgrounds and interests. The community of practice was a group of peers who would 
otherwise have been working independently if not for the college assignments. The 
community of practice was artificially assigned but developed into something that was 
very useful to its members as they sought to finish many diverse projects.  
The diversity of the communities of practice in Partti’s (2012) study can be 
attributed to the brokering occurring amongst the varied members of the community of 
practice. Each member had a unique set of skills and interacted with other communities 
of practice outside the ones pertaining to the study. Brokering was also apparent in the 
sociolinguistic study of Davies (2005) who showed that the speech patterns among 
various peer groups changed to reflect how other peer groups or communities of practice 
interacted with one another.  
Creech et al. (2008a) studied the similarities and differences among classical and non-
classical musicians, noting that the musicians with the most diverse membership in 
various communities of practice, and who subsequently brokered the most between those 
communities of practice, tended to reflect more positive attitudes toward many factors 
including performance, relevance of musical activities, and the importance of musical 
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skills. In another related study, Creech et al. (2008b) found that the support musicians 
experienced as they transitioned to the professional world was centered in the 
communities of practice they had developed and the brokering that occurred amongst 
them. Of the factors found to ease the transition, many were an extension of the 
community or communities of practice in which they participated. Classical musicians 
emphasized the need to continue to play solos and give and take lessons, while non-
classical musicians attached greater importance to playing music for fun and listening to 
music.  While most of the researchers included here highlight the positive effects of 
diversity in communities of practice, especially with regard to brokering, Cho (2014) 
studied bilingual students in teacher education programs and observed a lack of 
participation, including a student who did not consider herself an insider due to differing 
teaching experiences from her peers in the teacher education program. She did not feel 
comfortable brokering her experiences, but instead isolated herself and did not participate 
fully. Because she did not fully participate in the community of practice, she did not gain 
the full benefits from it nor did she enrich the community of practice with her expertise. 
Hendricks and Dorothy (2017) similarly found that the communities of practice in higher 
education could sometimes be difficult to negotiate by a student who does not feel like an 
insider. The student in this study, although talented and driven, faced many challenges 
negotiating a system ill-designed for her needs, but had few other options.  
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Educational Curricula Inspired by the Communities of Practice and Situated 
Learning Frameworks 
 Many researchers have noted the applicability of the Communities of Practice and 
Situated Learning frameworks in practical teaching formats, including by transitioning 
from traditional lecture formats to more student-driven and community-focused 
approaches. For example, Saigal (2012) sought to examine changes to the support that 
certain Indian elementary teachers received from their provincial government, with the 
goal of transitioning from “deliverers” of knowledge to becoming active, reflective 
practitioners. By modeling pedagogical strategies heavily based in principals of situated 
learning, professional development leaders worked with teachers to show the potential of 
situated, collaborative approaches to tailoring the learning experience to their vastly 
different student needs.  
 Kenny (2014) examined a musical community of practice in a primary after-
school program. As the community of practice developed, Kenny noted the complexities 
that surround issues of membership and role, including the relationship between musical 
and social interaction. Like many of the students in Saigal’s study, the students involved 
in the after-school program were among varying levels of socio-economic status and 
learning backgrounds, which inspired Kenny to incorporate alternative educational 
delivery methods. In this case, preservice teachers from a local college presided over 
student-led musical learning. Students shared their music experiences with the leaders 
creating a shared community of musical practice among the primary students and the 
preservice teachers. Highlighted in the study was the difference between the students’ in-
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school learning and the situated learning in a community of musical practice at the after-
school program. Students indicated their excitement and drive to participate and learn 
when they had input into the subject matter and curriculum (Kenny, 2014, p. 404). 
 Meyer and Carlsen (2001) examined a college course in curriculum design for 
preservice teachers, though open to any student of that college. Students were assigned to 
teams and after a period of independence about their curriculum design task, were 
instructed to design a curriculum and corresponding applications for three aspects of a 
scientific principle. Meyer and Carlsen considered the curriculum design tasks to be 
legitimate peripheral participation, and used situated learning and communities of 
practice frameworks to guide their research. Even though the researchers made note of 
the actual curriculum designs, the interaction and community of practice formed during 
the exercise was of more importance to them. The brokering that occurred between 
members of teams that included preservice teachers and non-majors resulted in curricula 
that were diverse and inventive. The preservice teachers and their fellow students created 
curricular applications that perpetuated community participation and learning. 
 Although the previous study would seem to indicate that communities of practice 
can be self-replicating, others have shown difficulty in adapting the same principles into 
situations where teachers are not familiar with the communities of practices framework 
nor with curricula that incorporate them. Wang and Ha (2012) examined preservice 
teachers, their university supervisors and cooperating teachers as they sought to 
implement a physical education curriculum based on the principles of situated learning. 
Preservice teachers attempted to implement the curriculum with primary students, but 
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found their cooperating teachers uncomfortable with the change from their traditional 
teaching style, which resulted in the preservice teachers leaning on their university 
supervisors for insights and advice. Wang and Ha posited that the hesitance seen in the 
cooperating teachers stemmed from their lack of familiarity with the style of teaching. 
They go on to speculate that perhaps over time, this lack of familiarity among 
cooperating teachers might dissipate as the preservice teachers were integrated into the 
workforce.  
Early Integration into the Workforce  
 Many teacher education researchers have recommended that preservice students 
experience early integration into existing communities of practice.  Cook and Buck 
(2014) studied preservice teacher as they were integrated into an existing community of 
practice of working laboratory scientists. The preservice teachers engaged in authentic 
scientific inquiry alongside the scientists as they set and worked toward conservation 
goals. The preservice teachers moved through varying degrees of legitimate peripheral 
participation while maintaining their identities as preservice teachers. The brokering that 
occurred as the preservice teachers worked with the scientist led to unique contributions 
to the conservation work.  
 As stated previously, Wang and Ha (2012) integrated preservice physical 
education teachers into primary schools communities of practice with the facilitation of a 
university supervisor and a cooperating teacher. The preservice teachers found that 
affecting change while under the guidance of a cooperating teacher was difficult. Their 
newcomer status in the new community of practice affected their ability to implement 
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different approaches to physical education. The preservice teachers had to rely on their 
university supervisor for mentoring with regard to the differing approach to teaching. The 
preservice teachers needed their existing community of practice as they sought to apply 
new teaching methods in a new community of practice. In this instance, early integration 
into the workforce allowed preservice teachers to use their university contacts and 
resources as they sought to apply their approaches to teaching as they were working 
closely with a university supervisor.   
Curricular Changes in Music  
 Krikun (2014) highlighted the role of colleges as progressive influences on the 
adaptation of new curricula, particularly in music education, noting that 
community/junior colleges were among the first higher education institution to offer 
courses, performing ensembles, and degrees in popular forms of music. Based on current 
trends in practice in the United States, there seems to be hesitancy to extend this 
progressive attitude into secondary schools. Väkevä (2010) suggested expanding 
pedagogy to include digital artistry, or computer-aided music making. He found that 
while the students in his study interact with music constantly and variously throughout 
their personal lives, the music they experienced in the classroom is often of a different 
sort and is not directly relatable to the student’s musical interests outside the classroom. 
Attempts to use popular music in the classroom could not account for the varied musical 
tastes of its occupants. Hargreaves, Marshall, and North (2003) conversely suggested that 
incorporating these varied musical tastes into the classroom is not ideal and that the goal 
of the music educator is to provide structures to teach the skills and processes needed in 
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popular music forms without being directly involved in them. They suggested that a 
paradox exists when a teacher attempts to recreate the music outside its original self-
directed form. 
 The musical community outside the classroom can show insights into 
developments inside the classroom. Partti and Karlsen (2010) studied the construction of 
online musical communities of practice and the situated learning that occurred in this 
relatively new medium of education. Musicians contributed to an online community of 
practice by sharing and discussing their music and worked together to build knowledge 
and identity. The interactions observed on a web-based music collaboration website were 
used to gain insights into how these online collectives can serve as musical communities 
of practice. Partti and Karlsen also hoped to gain insights into understanding the 
implications and future of online performing and its role as it pertains to formal music 
education and establishing online communities of musical practice. Implications of this 
research include that communities of practice can be formed whenever groups of 
musicians interact, whether it be in person or online.  
 Curricular changes can sometimes occur inside the content of a course as an 
instructor tailors the course to fit their own expertise and teaching style while keeping the 
overall educational outcomes intact. Stewart et al. (2014) surveyed faculty and students 
and conducted focus groups to understand what courses were being offered at two-year 
colleges in Minnesota. They also sought to understand in what ways music offerings were 
adapted to meet demands of students, faculty, community, and administrators. Faculty 
members expressed satisfaction in their ability to design courses based on their own skills 
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and interests, while also considering the needs of the diverse students who enrolled in 
them.  
 Curricular design is often influenced by a variety of stakeholders ranging from 
local industry and community representatives to local governing boards, administrators, 
and faculty. Students are often the least consulted stakeholders in curricular design 
despite its relevance to them. Abel (2018) studied three community colleges in California 
and found that government bodies, transfer institutions, local secondary schools, and 
community members were definitive stakeholders in the music curriculum. His results 
also suggested that curricular managers, namely faculty members and administrators, 
identify stakeholders and determine how and to what degree the music curricula 
incorporate outside interests. Although students were not identified as stakeholders, their 
interests and influence were exerted on the curricular managers.       
Deficiencies in Higher Education  
 Although Krikun (2014) noted that higher education has historically spent time on 
the cutting edge of music pedagogy and practice (such as adoption of popular music and 
jazz into the curriculum), other researchers have noted that higher education courses 
focus on preparing students with pedagogy and content knowledge, but not with other 
factors that often arise when a graduate enters the work force. For example, Blair (2008) 
and Fitzpatrick (2013) noted that preservice teachers felt unprepared to enter their 
classroom and cope with the extra-pedagogical situations that arose. Preservice teachers 
in both studies felt prepared to teach, but not to handle certain non-curricular situations 
like parent meetings and discipline issues. Both researchers noted that the preservice 
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teachers did not feel that their college experiences had equipped them to handle certain 
non-curricular situation as their coursework focused instead on content-knowledge and 
pedagogy. Korthagen (2010) noticed that novice teachers abandoned an idealistic attitude 
with an eagerness to implement situated learning approaches almost immediately when 
they were faced with real-life challenges of the classroom, including problems with 
classroom management, supervisors, and challenging students, resulting in a regression 
into traditional cognitive approaches to education.  
Ballantyne (2007) found similar issues in early-career music teachers in Australia. 
While attempting to understand teacher burnout, Ballantyne found that the music teachers 
she studied felt isolated and unable to directly apply their preservice training effectively 
in their own opinions. The demands of their classroom and the perceived lack of support 
for music teachers, many of whom are the only music teacher in a given building, 
resulted in negative attitudes toward their own collegiate preparation for the workforce.  
 There was no mention by any of the researchers referenced that teachers felt 
underprepared with regard to content knowledge; rather, they felt underprepared to 
effectively transmit the information to the students in their own unique environments. 
New teachers had little difficulty with the subject matter they learned as students, but had 
difficulty in aspects of teaching not covered in all higher education curricula. Some 
teachers never found a community of practice in which they could gain experience with 
networking, classroom management, or other aspects of teaching that are not content-
based.  
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Highly Qualified Faculty  
 As the workforce and professional climates evolve, higher education is tasked to 
stay relevant. Staying relevant is particularly difficult if highly qualified faculty are not 
available in the crucial subject areas, many of which did not exist in previous decades. 
Krikun (2014) noted that some faculty adapted commonly accepted curricular knowledge 
to attempt to bridge the gap, but fell short due to an inability to make direct connections 
to new subject matter. He noted that many successful faculty members had experience 
with the new subject matter and were able to incorporate it into their curriculum as an 
addition to the traditional core curriculum. Partti (2012) noted that the faculty teaching 
digital music courses in her study did not have any degrees or official qualifications to be 
teaching these courses, but were hired based on their extensive professional experience. 
These two researchers demonstrate two very different approaches to incorporating 
innovative curricula into higher education, both of which are representative of real-world 
setting: Either existing faculty must extend their knowledge base to include what was 
once an avocation into the curriculum, or new faculty must be hired, many of whom have 
no higher education experience. 
 This research outlines a higher education paradox. Professors must be highly 
qualified to teach courses, usually by earning terminal degrees in the requisite subject 
matter. As new fields of study emerge, terminal degrees are not offered immediately, yet 
higher education institutions might wish to offer degrees in the new field to attract 
interested students. The courses offering for these potential degrees must either be taught 
by highly qualified faculty who must adapt their tangentially related experience to the 
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new field for which there is not yet a terminal degree.  
Implications for Higher Education  
 Many researchers, including those cited above, have made recommendations for 
changes to higher education curriculum. These recommendations have focused heavily 
on updating traditional curriculum design to include genres of music that are more 
relevant to graduates. Folkestad (2006) recommended a move toward incorporating 
informal education including a global music education as opposed to a traditional music 
education that may exclude certain genres or ways of music making and knowing. Creech 
et al. (2008a, 2008b) suggested the need to study successful music professionals and 
understand what made them successful, then adapt higher education curricula 
accordingly. Many music and non-music educational researchers have recommended 
capitalizing upon communities of practice and integrating preservice teachers into the 
classroom earlier to avoid unforeseen and often non-pedagogical roadblocks to teaching 
(Wang and Ha, 2012, Meyer and Carlsen, 2001, Cook and Buck, 2014, Korthagen, 2010, 
Kenny, 2012, Fitzpatrick, 2013, Goos and Bennison, 2008, Ballantyne, 2007). 
Conclusion 	 The concepts of legitimate peripheral participation, situated learning, and 
communities of practice all provide a means for acknowledging and understanding the 
social nature of learning. Societal conditions are a component of education. A common 
theme among the researchers cited in this chapter is their recommendation to adapt 
educational methods and curricula to more accurately reflect the needs of the students in 
their society. These needs are diverse, including preservice teachers who feel 
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underprepared to enter the classroom, or musicians who seek an alternate experience to 
traditional classical music. The diversity of the students and their educational goals can 
result in diverse communities of practice that, through brokering, can enrich the 
experiences of all participants. 
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CHAPTER THREE: METHODS 
 In this chapter, I begin with an explanation of why a qualitative case study design 
was suitable for addressing how faculty members at a community college create and 
maintain communities of practice, whether these communities of practice reflect the 
needs and goals of its diverse student population, and what challenges the faculty 
perceive in aligning the available communities of practice with the needs and goals of the 
students. I then outline the types of information I collected and discuss the research 
sample and selection criteria for the participants. Finally, I describe the data collection 
and analysis methods, the limitations of the study, and I offer my personal and 
professional background that inform my approach as a researcher.  
Study Design Rationale 
 A case study approach is particularly suitable because this study by nature relies 
on the personal and subjective perspectives of students, teachers, and administrators. 
Community college offerings are guided by the needs of the community in which they are 
situated; therefore, each community college is in a unique situation as it seeks to serve its 
own student population. Stake (1995) described the case as a specific, complex, and 
functioning unit. As such, the case study research design allows for a holistic view of a 
specific two-year institution in an attempt to understand all the issues that go into 
designing and implementing a course of study and curricula to meet the needs of its 
specific students. Isolating curriculum, course of study, perspective students, faculty, or 
other determining factors would not allow for a full understanding of the diverse set of 
circumstances that may affect the posed questions. Without the wide net cast by case 
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study, unknown or unforeseen factors may confound research results and would not have 
been discovered. 
 Stake (1995) explained that a case study researcher seeks to understand the case 
without reductionism and elementalism and with relatively limited comparisons, rather 
seeking to understand its context. The case is seen to be a bounded system. The 
community college case selected for study had boundaries and was limited by elements 
such as time and place. The boundaries for the case in this study were geographical 
factors like region, state, and local demographics, and it was limited in time by the 
specific year and cohort of students present at the community college at the time of data 
collection. Even more specifically, this study was concerned with the music curriculum 
and course of study at this particular college to the exclusion of the rest of the unrelated 
courses and degrees offered. The faculty, students, and administrators who were involved 
in the development of the music degree at this college are also part of the bounded system 
that is the case for this study. To understand the context of the case, it important to 
understand the points of view of those who are seminal members of the bounded system, 
specifically students as newcomers, faculty as old-timers, and administrators who 
facilitated and oversaw the community of practice that was the music department at the 
community college. 
 Stake (1995) identified two categories of case study. Intrinsic case study involves 
the study of a case to better understand that particular case. There is an intrinsic interest 
in a specific case and the case is what motivates and dominates the research. Conversely, 
instrumental case study seeks to use the case as a vehicle to understand an issue that 
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extends beyond a particular case. The issues are what dominate and motivate the 
research. This research is an instrumental case study, with the selected community 
college served as the case and as a vehicle to understand the broader issues of curriculum 
and course of study design.  The case in this study was the fine arts department of a mid-
sized community college in the Midwest United States and the goal of the research was a 
better understanding of the course of study and curriculum and the basis for 
implementation.  
Discussion of the Research Sample 
 This section presents information about the community college that served as the 
case. Included in this discussion is a description of the selection process as well as study 
participants, including students, faculty, and administration. Demographic information 
along with narrative descriptions of the community college and the individual 
participants are provided as contextual information.  
Case Selection Process  
 The community college selected as the case for this study was a mid-sized two-
year institution in the Midwest United States. I will refer to this institution as County 
College, a fitting pseudonym given its relationship to the local community. The school 
was selected based on its size, student demographics, available courses of study, and its 
proximity to the researcher. The community college selected as the case matched my own 
teaching situation at the time. The college at which I was employed was about the same 
size, had similar student demographics, and offered nearly the same courses of study 
(County College offered a theatre degree and not a music theatre degree). I was able to 
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approach the case with a certain level of familiarity due to its likeness to my own 
teaching situation. The college had a student population of approximately 5,000 students, 
with course offerings at a main campus and several satellite campuses including courses 
in local high schools. The average class size was 15 students. There were many courses 
of study available to prospective students, and the college offered a variety of associate’s 
degrees in many of the fine arts, including vocal music, instrumental music, theatre, 
visual art, and graphic design.  
Study Participant Information  
 Participants in this study included representatives from three sets of invested 
parties associated with the community college serving as the case. The invested parties 
included for study were administrators, faculty, and students. While there exist other 
invested parties, like parents, donors, or community members, they were not included in 
this research because student expectations, and how faculty and administration handled 
those expectations, were the primary focus. The administrators included in the study were 
the chair of the fine arts department and the vice president for academic affairs. These 
administrators were the most actively involved in designing and implementing curricula 
and courses of study. 
The faculty in the study were all the fine arts faculty who taught music major 
required courses and included an instrumental faculty member, two voice faculty 
members, and a theatre faculty member specializing in musical theatre. The faculty, who 
served as the old-timers in this community of practice, were not only from a diverse set 
of music related programs like band, choir, musical theatre, and piano, but served a 
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diverse set of students. Faculty served students from those in need of accommodation to 
the gifted, and from casual to the most rigorous degree-seeking students. The faculty 
were tasked with implementing the policies enacted by the administration; therefore, their 
insight into the curriculum selection process and implementation was an important aspect 
of this study. 
 The students, or newcomers to their respective communities of practice, were 
representative of the various departments and included all ten music majors. All but two 
students were between 18 and 20 years old and attended County College the semester 
after they graduated from high school. The other two students included attended other 
colleges after graduating from high school and transferred to County College after one 
and three years, respectively. There were five female students and five male students. Six 
students were vocal music majors, three were instrumental music majors, and one was a 
theatre major with vocal music aspirations and was contemplating double majoring. The 
students were not only representative of the various departments in the fine arts 
department, but were also from a spectrum of backgrounds and had diverse academic 
goals, aligning with the various community college curricular functions of Cohen and 
Brawer (2008). Most student participants were seeking academic transfer to a university, 
while others were seeking vocational or developmental education. I felt that diverse 
student participation was paramount to understanding the role of the community college 
and specifically the fine arts department.  Interviewing the entire student music major 
population greatly strengthened the possibility for triangulation between data from 
students and that of other participants.  
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Methods for Data Collection 
 The primary data collection tools for this research were interviews, document 
analysis, and informal observation. Interviews were conducted with administrators, 
including the vice-president for academic affairs and the department chair that 
encompasses music, all faculty members in the music department, and all 10 music 
majors. I collected data the moment I arrived on campus and compiled all my 
impressions, observations, and interactions with various college personnel and students in 
my field notes. I also analyzed the documents available on the County College website, 
which included courses of study, class schedules, campus information, student 
demographics, service area, and accreditation information.   
Interviews  
 The goal of this research was to gain an understanding of the multiple views of 
stakeholders of community colleges. Interviews were the main tool available to me in 
discovering and portraying the views and interpretations of the stakeholders. What I 
could not observe could be conveyed to me by stakeholders, through the interview 
process (Stake 1995). The point of view of students, faculty, and administrators was 
critical to answering the research questions; I felt the best way to understand student 
expectations at a community college was to ask the students directly, as well as those 
who made decisions that affected them. The topic of the interviews was similar for 
administrators, faculty, and students and centered on the issues that determined the 
curricula and courses of study at County College. Specific interview protocols for each 
participant type can be found in Appendix A, B, and C. 
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 Interviews with administrators. I began the administrator interviews with the 
chair of the fine arts department followed by the vice president of academic affairs. Each 
interview was semi-structured and lasted approximately one hour. I interviewed the 
administrators in their respective offices. In each interview, I asked the administrators 
about the current curricula and courses of study, the rationale and reasoning for course 
offerings, and factors that effect changes in these areas (See Appendix A). I interviewed 
each administrator once, and followed-up via email as necessary regarding any points of 
clarification. I assigned all the participants in this study pseudonyms.     
 Administrator participants. Dr. Benjamin Avery was the Vice President of 
Academic Affairs and has been in his position for three years. Previously he held the 
position of Director of Institutional Research at a community college in another part of 
the state. He also had experience implementing a Title III grant (a part of the Every 
Student Succeeds Act of 2015, designed to ensure that English learners attain English 
language proficiency and meet state academic standards), serving as a developmental 
education specialist, and he served as the principal of an alternative secondary school in a 
far-away state.   
 Matthew was the Department Chair of an arts department that included the music 
department and he was a member of the art faculty. He had been in his position as chair 
for three years and was the only chair that the department had ever had.  The department 
itself was only three years old; it had been previously a part of the Department of Arts 
and Humanities. Matthew had been a faculty member since 2001. He was a studio painter 
specializing in landscapes before he pursued a career in education. He moved to the area 
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when his wife was hired in a nearby school district. In addition to being a Department 
Chair, he taught a robust 15 credit hour teaching load per semester and received no 
release time for being the chair. Matthew had two children who attended County College, 
one of whom was a theatre major, the other a music major. He described his experience 
guiding his children’s college choices which he felt made him uniquely familiar with all 
aspects of his department. 
 Interviews with faculty. Interviews with faculty began with the musical theatre 
faculty member, followed by the voice, instrumental, and then choir faculty members, 
respectively. As with the administrators, I conducted a semi-structured interview with 
each faculty member. The topic of the interviews was each faculty members perceived 
role in designing and implementing curricula and course offerings and to what degree the 
current course of study served the student population (See Appendix B). Insights into the 
strengths or weakness of the course of study were identified and explored.  I interviewed 
each faculty member once, and followed-up via email as necessary regarding any points 
of clarification. During the interview process with faculty, I discovered that I could get a 
relatively complete view of the student body’s perspective by interviewing all 10 music 
majors, which I deemed to be a manageable number of student interviews. The faculty 
helped to find a time to meet with the students and helped me to find a place to conduct 
the interview, which was a centrally-located practice room. I interviewed the faculty in 
their respective offices.  
 Faculty participants. Christina was a theatre faculty member who taught musical 
theatre courses. She had been in her position as Director of Theatre for two years. At the 
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time of this study, she did not have a master’s degree, but had been deemed highly 
qualified to teach theatre and dance according to the accrediting body, the Higher 
Learning Commission, based upon her years of experience as a professional actor, 
dancer, and singer, which included work with multiple touring Broadway shows. Prior to 
this position, she worked as a choreographer at the same institution where I had also once 
been employed. When at my institution, she was responsible for choreography for both 
the show choir and musical theatre programs. Having a former colleague as a contact was 
crucial to the success of this study because she connected me with key personnel at her 
institution in addition to being able to clarify the differences and similarities between my 
own institution and County College. 
 Donald was the choir director and had been in his current position for two years at 
the time of the study. He taught courses in music theory, choir, and private voice. He had 
previously served as a church musician, an academic dean, a seminary faculty member, 
and had worked in the admissions office of several community colleges. He accepted the 
choir director position because he desired to come back to his alma mater as a faculty 
member. He had attended a nearby high school and was an alumnus of County College.    
 Another alumnus of County College, Steven, taught band, private percussion, and 
music appreciation. Like most of his colleagues, he had been in his position for two 
years. He also attended a nearby high school, County College, another nearby community 
college, and two state universities before graduating with his master’s and accepting the 
County College position as his first teaching position. His difficult road to graduation 
informed his opinions about the role of the two-year college and influenced the way he 
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advised, recruited, and taught students.  
 Olivia was the only music or theatre faculty member remaining after every other 
member of the music and theatre faculty left two years prior to the time of this study. 
Olivia indicated that the turnover in faculty could not be tied to a single event. The 
previous band director left to take a higher paying high school teaching job and had 
commented that he felt burned out and in need of a change, while the previous choir 
director left to take a faculty position at a university and the previous theatre director left 
County College to pursue a doctorate. Olivia had been in her position as a voice faculty 
member for five years and taught courses in private voice, beginner level piano, as well 
as ear training and sight singing. She was the faculty contact for students who wished to 
go into music education, and she was instrumental in helping the students start a student 
chapter of the National Association for Music Education (NAfME) just months before the 
study began.  
 Interviews with students. I was able to conduct interviews with all ten of the 
student music majors who were enrolled at County College at the time of the study. As 
with administrators and faculty members, I conducted a semi-structure interview with 
each student. The main themes of the interview were the curricular functions the student 
desired of the college, and the educational goals of the student (See Appendix C). I 
explored perceptions of the success of the college in addressing the needs of each student 
including expectations and whether those expectations were being met. Students at 
different matriculation points had different perceptions of the curriculum and the course 
of study; therefore, my ability to include a complete sample of student majors helped to 
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build a broader understanding of the perspectives of music majors.  
 Student participants. Joan was a sophomore baritone saxophonist from a nearby 
town, and who transferred to County College after a difficult year at a different 
community college nearby. She hoped to major in music therapy at some point, although 
she was unsure what path to take to reach her goal. She credited an influential high 
school band director with leading her to major in music; however, that director left after 
her freshman year in high school. Joan indicated that the replacement director was not as 
well liked by students. Her first high school director inspired her to continue performing 
in college, while her second high school director motivated her to pursue music education 
as a major so that she could be a positive influence on other students at a small school 
like the one she attended. Her first goal was to be a better teacher than her second high 
school band director was, although she was no longer confident in that choice of career. 
She seemed to be taking music courses without a clear goal and admitted that she might 
change degrees or pursue a different degree after graduation. 
 Allison was a local high school graduate who chose to major in music education. 
She was a sophomore who decided to attend County College to save money and earn 
credits toward a music degree at a religious college about an hour away where she 
planned to pursue a degree in music ministry and music education. She was engaged to 
be married and admitted that her plans were contingent upon the plans of her future 
husband.  
 William was a freshman vocal music major from a town about 45 minutes away 
from County College. He wanted to major in musical theatre but the school did not offer 
		
51 
that degree. He was under the impression that he could not pursue both a music degree 
and a theatre degree at the same time, so he had chosen to major in music in hopes of one 
day achieving his goal of becoming a pop music star. It was unclear what caused him to 
conclude that he could not take theatre courses, though it seemed to be on the advisement 
of someone in the financial affairs office. He was not involved in any pop music 
communities of practice nor did he have any experience with pop music other than 
singing along with the radio. 
 Charles was a freshman music major from a town ten minutes away from County 
College. He hoped to one day teach band at a small school, similar to the school he 
attended. He was heavily influenced by a band director whom he had as a freshman in 
high school, who left and was replaced by a person he deemed to be a sub-optimal 
teacher. Like Joan, Charles wanted to enter music education to become a better teacher 
than his second band director and then take a job as a band director at a small school. He 
hoped to be the positive influence he wanted, but did not get, from his second high school 
band director. He attended County College because it was small and reminded him of his 
own small high school. He hoped that attending a community college would help him 
make an easier transition from his small high school to his ultimate destination, a large 
university.  
 Michael was a freshman music major from a nearby town. He was not sure 
exactly what he wanted to do upon graduation but assumed he would attend a university 
and major in music education. He was attending County College out of convenience and 
because he had multiple high school friends attending.  
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 Jamie was a transfer student who was pursuing a double major in psychology and 
vocal music performance. She spent multiple years at a private university before 
transferring back to be closer to home. When she transferred back, she lost a large portion 
of her credits and had to basically start over earning credits toward her degree. Her goals 
were lofty, wanting to pursue a Ph D. in psychology, a master’s in music performance, 
and bachelor’s degrees in both disciplines. She reported having disagreements with a few 
of the faculty members at County College and chose to be less involved with 
performance courses in order to focus upon finishing her remaining required coursework. 
While she participated in the choirs her first semester at County College, negative 
experiences with the choir director caused her to drop those courses. In addition to the 
conflict between her and the choir director, Jamie cited a need to finish her coursework in 
a timely manner because she was already in her fourth year of college and was still 
multiple years from graduating with an associate’s degree.  
 Jimmy was a local sophomore theatre major who was heavily involved in the 
music program. He expressed hopes of using the music and theatre courses to transfer to 
a university and graduate with a degree in musical theatre. He was heavily involved in the 
all the theatrical productions on campus and in the choir and vocal music programs.  
 Kale was a freshman music major from a nearby town and stated that he wished 
to become a rock and roll songwriter and performer. He was not involved in high school 
music other than the lead role in a musical production of School of Rock. It was his 
participation in the production that brought him to the attention of the choir director who 
then recruited him to attend County College and major in music. Kale hoped to gain 
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information about music in his traditional courses that he would use in his career as a 
performer. He admitted that he needed the basics and that County College was the perfect 
place for him at this point in his career.  
 Robert was a theatre major who originally went out of state to a large and 
expensive private university with a famous musical theatre program. Unfortunately, his 
academic performance was such that he decided to return home to County College in 
order to start over. He did not expect to gain much from County College, only basic 
courses and performance opportunities, and he focused upon saving money so he could 
transfer to another university. He also stated that he would like to be a musical theatre 
major, although that specific degree was not offered at County College.  
 Julie was a sophomore music education major who graduated from the same high 
school as Joan. She wished major in special education with a focus on music when she 
reached the university, and had already sought out and identified a university with such a 
program. The band director was able to connect her with a professor at his alma mater 
who advised her about going into that field.  
Review of Documents  
 Many of the pertinent documents were available on the County College website. 
The various courses of study, the current class schedule, demographic information, and 
accreditation documents, among others documents, were available to the public. 
According to the County College website, the 2015-2016 academic enrollment was 
approximately 4,500 students. The institution offered over 80 majors and degree 
possibilities with a student to faculty ration of 23 to 1. There were over 20 campus clubs 
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and organizations available with additional student activities planned throughout each 
semester. The student body was comprised of 60% female students and 40% male 
students. Fifty-six percent of these students were full-time, and the remaining 44% were 
part-time.   
 Course descriptions and course of study. The college website outlined the 
various courses of study for the entire fine arts department and included the course 
descriptions for all courses offered. The information was available to all prospective 
students and was open to the public for recruitment purposes. These documents showed 
what courses were offered and what degrees were awarded. I used these documents to 
provide insight into possible reasons students chose to attend County College. During 
data analysis, I triangulated this information with the interview data, considering the 
information gleaned from the documents in order to gain a functional knowledge of the 
standard curricula.  
Field Notes  
 From the moment I began to interact with participants associated with County 
College, I kept field notes and made observations about what I saw and heard. According 
to Stake (1995), “observations work the researcher toward greater understanding of the 
case.” I tried to make note of anything that I observed that would not be apparent in the 
interview transcripts. As I spoke with people, I made note of aspects of the conversation 
like body language, attitudes, and tone of voice. As I walked around campus, I noted 
environmental factors like the condition of rehearsal rooms or a building’s ease of access. 
I used these field notes and observations to try to understand the case more fully and 
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make deeper connections between interviews and documents.  
Data Analysis 
 Data collection occurred throughout September and October of 2017, with 
preliminary data analysis taking place immediately upon collection, and more dedicated 
analysis and coding proceeding throughout the fall and winter of 2017-2018. I read 
through all my field notes and general observations and organized them into a report that 
gave me a general sense of emergent themes and a better understanding of the audio 
interview recordings. I then listened to each interview recording and transcribed it into a 
text document. Once all the interviews were transcribed, I commenced with coding.  
 Based on the theoretical framework detailed in Chapter 2, I created a coding 
scheme, which is outlined below.  
• Practice as Meaning – Participation 
• Practice as Meaning – Reification 
• Practice as Community – Mutual Engagement 
• Practice as Community – Joint Enterprise 
• Practice as Community – Shared Repertoire 
I attached an alphanumeric code to each of these themes and reread all the interview 
transcripts five times, each time searching for the particular theme and making a note 
with the alphanumeric code in the margin of the interview transcripts. Upon completion 
of each read, I excerpted and examined all the sections of the interviews with a particular 
code to get a more complete picture of that particular theme.  
 Using the coded data, I identified emergent themes and used them to construct the 
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findings. The emergent themes are outlined below. 
• Ease of entry 
Ø Continuation of high school 
Ø Performance opportunities 
Ø Basic skills 
Ø Economic issues 
• A place for the undecided 
Ø Unique and broadening experiences 
Ø Versatility 
• Faculty issues 
Ø Difficulty adding new courses with qualified faculty 
Ø Difficulty staying relevant outside the transfer function 
• Complications 
Ø Disparity between communities of practice students wish to join 
and the communities of practice that are available 
Ø Student misunderstanding about what careers are available in 
music and what degrees will help them enter that workforce 
Limitations of the Study 
 A case study is “expected to catch the complexity of a single case” and comes “to 
understand its activity within important circumstances” (Stake 1995 p. xi). This type of 
study does not lend itself to generalization, but instead focuses on the particular. 
Although the findings of this study are not appropriate to apply to other situations, the 
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detailed account offered here might be used to draw naturalistic generalizations (Stake 
1995, p. 42), and the design of the study may be replicated at other community colleges.  
 This study was susceptible to researcher bias and subjectivity. I spent over a 
decade teaching at a school that was very similar to the one in the case. Many faculty 
struggles and successes, administrative processes, and student psychographics, among 
other things, were very familiar to me. I tried not to let my own experiences in similar 
situations infringe on the stories the County College administration, faculty, and students 
had to tell. To minimize bias due to my experience as a community college faculty 
member and administrator, I sought to remain open to contrary findings and employ 
triangulation wherever possible. I achieved triangulation among the interview participants 
by targeting questions on specific subject matter across all three sets of participants, 
administrators, faculty, and students and comparing the different points of view. 
Additionally, there was triangulation between the information found on the college 
website and the participants as they corroborated the information available online, 
including degree plans, courses of study, and available communities of practice. I 
furnished interview transcripts and summaries to the participants to ensure that their 
words and my summations were congruent with participant intentions.  
 Because enrollment at community colleges can be affected by the economic 
climate of a given time, the ability to generalize the results of this study will be limited by 
the economic and social factors present in the country and state at the time of data 
collection. Commercial interests can often influence curricula at community college 
because there are often specific needs for qualified graduates to work in local industry. 
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Attempts to repeat the study may result in different findings as a result of the local 
industrial demand for community college graduates to enter the workforce, the demand 
for community college education in a given region, and/or the cost of education versus 
the benefit of bypassing higher education and going straight to work.   
Description of the Researcher 
 I have spent ten years as a faculty member at a community college that shares 
many of the attributes with the community college that serves as the case in this study. 
Not only do the courses of study align, but the student demographics, faculty-student 
ratios, and to a lesser extent, the fine arts departmental offerings are also similar. The 
major difference between my institution of employment and County College is location. 
Being in a different state, the two institutions are governed by a different board of regents 
and state regulations.  
 I was a faculty member at a Midwestern community college and taught courses in 
music theory, concert band, private studio brass, jazz band, and jazz improvisation. 
Additionally, I had recently assumed the duties of the division chair of the fine arts 
department, overseeing the music, art, theatre, music theatre, and digital media programs. 
I graduated from a four-year institution and never attended community college as a 
student. All of the experience that I had gained at the community college level had been 
as a faculty member and later as an administrator. The community college student 
experience was unknown to me personally, and what I understood of it had only been 
gleaned through my interactions with students as their professor or advisor. I noticed 
there were many college experiences that were common to two-year and four-year 
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colleges. I was able to identify my own college experience in these commonalities, but 
there were many aspects that were not universal. Transferring from a two-year college to 
four-year college, undersized ensembles, and a faculty without specializations were all 
aspects with which I was unfamiliar as a student but with which I was very familiar as a 
faculty member. My experience as a two-year college faculty member and administrator, 
my lack of experience as a two-year student, and my experience as a student at a four-
year college, allowed me to ask informed question with a fresh perspective. 
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CHAPTER FOUR: FINDINGS 
In this chapter, I begin with a general overview of the music program at County 
College. This overview was generated from the field notes and observations that I made 
while at County College. As detailed in the previous chapter, I made general observations 
of the program, spoke to various stakeholders and participants on campus, reviewed the 
website for important documents and other pertinent information, and conducted formal 
interviews of key participants. Following this contextual overview are the findings as 
generated through analysis and grouped by emergent themes.  
Overview 
County College and the Visual and Performing Arts Department  
 At the time of this study, County College was a two-year community college with 
an enrollment of approximately 4500 students who attended one of the four campuses or 
took online courses. According to information on the County College website (not cited 
to conceal the name of the institution), County College was accredited by the Higher 
Learning Commission and students could earn Associate’s degrees and a variety of 
professional certifications. The college served a rural community and was situated 
approximately 60 miles from the nearest metropolitan area. As is common with 
community colleges in the Midwest, County College routinely partnered with area high 
schools, with universities, both in state as well as neighboring states, and with area 
businesses to provide courses and degree programs that served the specific needs of 
individuals within the demographic profile of the area population. 
County College had seven academic departments, the newest of which was the 
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Department of Visual and Performing Arts. Until 2014, art, graphic design, theatre, and 
music were part of the Department of Humanities, at which time the Department of 
Visual and Performing Arts was formed. The department chair indicated that the 
Department of Humanities was too diverse and cumbersome to be effectively managed 
with the faculty and programs in the visual and performing arts. The unique challenges 
associated with planning art installations, gallery exhibits, concerts, and theatrical 
productions, therefore, warranted the creation of a new department.   
The Department of Visual and Performing Arts consisted of seven full-time 
faculty members, one of which served as the chair, and multiple part-time and adjunct 
faculty members who taught courses in art, graphic design, theatre, and music. The music 
faculty consisted of three full-time faculty members, each with their own responsibilities 
and areas of focus: vocal music, choir, and instrumental music. Additionally, music 
students were often enrolled in courses that were tangentially related to music through 
their participation in music theatre productions, which gave them access to both theatre 
faculty, one of whom specialized in choreography, acting, and performance, and another 
who taught courses in technical theatre. In addition, part-time and adjunct faculty taught 
courses in both jazz and applied instrumental lessons. 
The number of majors in the music department was relatively small as compared 
to other degree-seeking programs at the college. The institutional average was 70 majors 
in each program, while some programs had as many as 150 majors.  There was a total of 
nine music majors, five of whom were freshmen and four of whom were sophomores.  
Six students were vocal music majors and three students were instrumental music majors. 
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The students were only able to earn one degree offered in the field of music, the 
Associate of Arts. Upon graduation, most students transferred to a four-year university to 
complete a bachelor’s degree. Therefore, students typically tailored their elective courses 
at County College to ease the transition to their chosen transfer school. Transferring was 
so prevalent that the school website was set to link with each of the in-state universities 
as well as many of those in neighboring states to assist students in determining their 
course of study while at County College. 
Because transfer was the main function of County College, the music curriculum 
was designed to give transfer students a generalized music education that included four 
semesters of music theory, aural skills, applied lessons, seminar (masterclass), and a large 
performing ensemble like choir or band. Two semesters of class piano were also required. 
Remaining hours could be taken in general electives or music electives, depending on the 
curricular goals of the student and the potential transferability to the university of choice.  
There was also a general education core that was mandated by the State Board of Regents 
for Higher Education (not cited in order to conceal the name of the state) which included 
six credit hours of English composition, three credit hours of oral communications, three 
credits hours of mathematics, 12 credit hours of humanities courses, 12 credits hours of 
social and behavioral science courses, and nine credit hours of natural and physical 
sciences courses.     
 The consensus among faculty and administrators was that finding full-time faculty 
with the requisite qualifications to teach the required courses was not difficult. Dr. Avery, 
the vice-president for academic affairs, indicated that for every faculty position open 
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there were at least 10 qualified applicants, of which three were interviewed and one 
offered the position. There was also consensus among the department chair, vice-
president of academic affairs, and faculty interviewed that finding part-time and adjunct 
faculty was very difficult. The main campus was approximately 60 miles from the nearest 
large city, where it was thought that most qualified candidates might reside. For example, 
the band director, Steven, and the choir director, Donald, confirmed that both of the part-
time faculty employed by the music department lived in the city which required them to 
commute an hour.  
When it was impossible to find candidates willing to apply or commute to the 
rural campus, the administrators were faced with difficult choices for filling part-time 
positions. For example, the vice-president mentioned that after a year-long search for a 
staff accompanist who could also serve as a piano faculty member, he decided to hire a 
local church pianist. This hiring decision forced him to make concessions in regard to the 
teaching load for the advertised position because the only suitable and willing candidate 
did not have the requisite degree to teach piano courses. Due to this necessity, the class 
piano courses were assigned to an established member of the faculty who possessed 
limited piano skills. Only two courses in the piano sequence could be offered as a result, 
in that higher-level courses would otherwise outpace the skills of the instructor.  
 During the year that the accompanist search was under way, the faculty were left 
to accompany their own ensembles and their own private students. Participants expressed 
that this was detrimental to both the morale of the faculty and students, and to the 
performance quality of the choir specifically. Many students expressed their displeasure 
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with the performance level of the choir, and a significant portion of their concerns were 
with the director’s inability to accompany his own ensemble effectively. The choir 
director confessed that he was unable to focus on both accompanying and the sound of 
his choir at the same time. Unfortunately, the students I interviewed and the choir director 
indicated that the students viewed this deficiency as the instructor’s inability to teach 
rather than an administrative issue due to the lack of an accompanist.  
Curriculum Design and the Faculty  
 When full-time faculty were hired, the course design and responsibilities were 
tailored to their experiences. The Director of Instrumental Music position, as advertised, 
included courses in band, jazz band, and applied lessons. However, Steven, the band 
director who was offered the position, had no desire nor the experience to teach courses 
related to jazz. The administrators allowed the jazz band course to be taught by an 
adjunct faculty member and, with Steven’s input, the administrators created a new course 
to fill his course load. The new course, a pep band ensemble course, was more fitting to 
Steven’s area of expertise.   
The chair of the department described his desire to match each faculty member 
with the courses about which they were most passionate, noting that he felt it was better 
for the students to see faculty genuinely excited about their subject matter, an excitement 
that would then be passed on to the students. He described that the faculty positions had 
evolved over time as each newly hired faculty brought something different and shifted 
the focus of the program as a result.  Over the course of the last 20 years, he noted that 
the repertoire of the instrumental music program had changed in emphasis from 
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American music and self-composed works, to a focus on jazz band, to its current focus on 
concert wind band literature and movie scores. Similarly, the choral music position 
recently transitioned from jazz choir to focus upon American choral music.  
In order to fill his teaching load, the band director suggested the addition of a pep 
band that would play at the college basketball games. The pep band met in addition to the 
concert band and was comprised of most, if not all, of the same players. The pep band 
performed popular and spirit music at all the home basketball games and met during the 
second half of the fall semester and the first half of the spring semester, which 
corresponded to the college basketball season. Because this teaching schedule equated to 
only half the course load as compared to a full year of jazz band, the band director had 
technically been under a full credit load for two years. However, the vice-president 
waived the difference because the pep band rehearsed during the allotted course time and 
performed at seven to ten basketball games each semester, which required a significant 
additional time commitment.   
 I learned that new faculty also were able to reduce the role of coursework that did 
not fit into their artistic vision. In 2015, there was a significant turnover in the faculty of 
the Visual and Performing Arts Department. In addition to a new Vice President of 
Academic Affairs, the department saw turnover in two theatre faculty positions and two 
music faculty positions. This turnover resulted in four new faculty in a department of 
only seven people. Additionally, all the most visible parts of the department were under 
new leadership. The choir, the band, and the theatrical programs all had new directors 
who would lead the ensembles in new and different directions. The department 
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experienced growing pains as the new faculty adjusted to their roles. Because there was 
only a single music faculty returning from the previous year, there was not sufficient 
consistency to make for a smooth transition from the previous year. That said, the 
students seemed to be overwhelmingly supportive of the new faculty, and because of the 
two-year nature of community college, it was not long before the student body had no 
recollection of the previous directors.  
The Effects of Faculty Turnover  
 While the students were supportive of the new faculty, there were negative effects 
of the turnover. Community relations were not as strong as they had been with the 
previous faculty. Historically, the community had been very supportive of the performing 
arts programs, but the new faculty brought novel ideas, some of which were not popular 
with conservative community members. The production of more edgy theatrical pieces 
resulted in some negative feedback from long-time theatre goers. The theatre faculty 
found it difficult to balance the types of productions they wished to program with 
productions that would please the community.  
 The band and choir programs also struggled with the faculty turnover in relation 
to the acquisition and retention of talent. Recruiting was difficult as the new faculty had 
to spend significant time and energy establishing connections with local schools and area 
band and chorus directors.  The lack of performance-ready students required the directors 
to engage in significant planning and programming.  Although the band director was able 
to rise to these challenges, the vice president indicated that the choir director had more 
difficulty and some choir concerts were subpar. He described soloists that had “no 
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business singing solos,” due either to a lack of skills or preparation. The choir director 
described one particular situation where he chose a soloist he thought had the potential to 
perform very well, but in the end, the student did not realize that potential. The new 
faculty were also faced with the challenge of discovering the abilities and limitations of 
the members of their ensembles after they had chosen literature, which they stated, in 
hindsight, may have been too difficult for the students.  
Inequality in Facilities  
The new faculty had few ties to the community because they were new to the 
college and were new or had recently returned to the area. Historically, the performing 
arts at County College were heavily supported and funded by the local community. 
Community support in the past led to a new building with expanded classroom space and 
a state-of-the-art auditorium. The theatre and choral faculty at the time had built very 
strong relationships with pillars in the community. As a result, the new building was built 
to accommodate the choir and theatre programs, but the band hall remained in the old 
building. The showpieces of the college were the musical theatre program and the jazz 
choir, both of which had developed a reputation for excellence.  
Because the band did not have the same reputation as the choral and theatre 
programs, it was not in the position to leverage facilities in the new building. At the time 
of this study, the band had to move equipment from the old to the new building whenever 
there was a concert.  The band hall in the old building had been converted from the old 
auditorium.  As a result, the room had an inclined floor and an elevated stage along the 
far wall. Because the stage was not actually big enough for the band, rehearsals took 
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place on the inclined floor. Rehearsing on the inclined floor was particularly difficult as 
most of the percussion equipment, stand racks, and chair racks were on wheels. This 
room also housed the storage facilities for student instruments, which made it very 
difficult for the students to access their instruments when they wanted to practice. 
Additionally, the practice rooms were in the new building.  
The band director expressed his frustration concerning this arrangement in 
multiple ways. The ease and practicality of student practicing was tenuous. The applied 
percussion lessons and percussion practicing took place in the band room, because there 
was nowhere else that would accommodate the equipment in the old building. The band 
room had no security in place so it had to be kept locked at all time when not in use. 
When students wanted to access to the room, the band director had to come over from the 
new building and unlock the door, which was impractical if he was teaching a class or if 
someone needed an instrument outside of the school day. The band director expressed his 
displeasure with his ability to entice new students to attend County College because the 
band room was a tarnish on an otherwise impressive campus tour for potential student 
recruits.  He proposed a 20 million dollar renovation to the new building that would have 
include a new band room; however, Dr. Avery, the Vice-President for Academic Affairs, 
remarked that a renovation of this magnitude would not happen until there were a 
sufficient number of majors to support such a move. The band director countered this 
argument by saying that he had difficulty recruiting majors with the current band 
facilities.   
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New Courses  
 All of the music faculty were enthusiastic about the idea of adding a music 
technology program that was specifically focused upon sound engineering. They had 
hoped that a professional certificate in sound design or engineering would increase the 
number of students who attended and participated in the music programs at County 
College. According to the band director, the road to the implementation of a new music 
technology program would be long and full of difficulties to overcome. Getting a course 
approved by the Academic Affairs office required submitting the course for approval at 
least one semester before it was to be taught. While adding new courses was relatively 
easy, requiring only one semester, adding a full program with a curriculum and 
graduation requirements would take about two years to gain the approval of the State 
Board of Regents. Prior to approval, a full curriculum had to be designed including 
specific courses with corresponding syllabi. The current faculty had no knowledge nor 
experience from which to create such a program, so a new faculty member was needed in 
order to design the curriculum as well as the individual courses. The current faculty 
members were also unclear about the requirements of the Higher Learning Commission, 
the college’s accrediting body, as they pertained to the hiring of qualified faculty who 
would fulfill a position that was tangentially related to music and also required specific 
technological expertise. Another hurdle was the construction of a classroom suitable to 
house the program, and the purchase of equipment required for sound engineering.  
When the current faculty had the expertise and the facilities available to them, 
adding courses was relatively easy. This was not the case when new courses or programs 
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required a significant dedication of additional financial or faculty resources. As a result, 
the implementation of a sound engineering program was delayed.  
Another program that had yet to be implemented for financial and logistical 
reasons was a show choir. When the four new faculty members were hired in 2014, the 
vice-president indicated that he would like to see the resurrection of a show choir that 
would serve as a showpiece for the college. The addition of such a performing ensemble 
would have required another significant dedication of faculty and resources on the part of 
County College, one that would have potentially required adding additional faculty if the 
current programs were maintained in addition to the show choir. The vice-president 
reported that there was the potential to form a show choir; however, three years into the 
tenure of the new faculty the choir had not yet been formed.  
 The members of the faculty and administration had varying ideas about how to 
increase enrollment, to diversify courses and programs in order to attract new students, 
and to further enrich the student experience at County College. During the course of this 
study, I was unable to determine the extent to which the faculty and administration 
queried current and prospective students about the programs, ensembles, or courses of 
study in which they were most interested. 
Missing Courses or Communities of Practice  
The faculty and administration reported approaching new programs in a very 
realistic and pragmatic way that took into consideration economic viability and other 
logistical considerations. The students whom I interviewed were not burdened by these 
constraints and outlined a long list of communities of practice, ensembles, and/or 
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programs they wished to be included in the County College curriculum. The desired 
courses included various supplemental ensembles and music courses that would likely 
enrich the degree program, but they were much more specialized and could potentially be 
more difficult to fill with the requisite number of students. That said, the students and 
faculty expressed a longing for the addition of a number of ensembles. Marching band 
was the most frequently named ensemble; although brass ensemble, show choir, 
percussion ensemble, popular music ensemble, and jazz combo were also listed.  These 
communities of practice, if added, would have allowed students greater opportunity to 
participate fully both enriching their campus life and professional preparation. 
Unfortunately, there were insufficient faculty to cover the additional courses and too few 
students at the institution to fill the courses and make them financially viable.   
 The instrumental music majors universally mourned the lack of a marching band. 
The instrumental music majors felt they were missing the experience of participating in 
and learning about directing a marching band while at County College; experience they 
felt would be necessary when/if they became high school band directors. The band 
director supported the idea of a marching band, noting that he felt it would do well to 
represent the school at local parades and civic functions, though not at football games, as 
the college did not have a football team. The expense of initiating such a group had 
restricted the implementation of an ensemble that was almost universally supported 
otherwise. Marching equipment and uniforms seemed to be too costly, and the rehearsal 
and performance of a marching band would need to be included within the existing band 
course as to not incur additional faculty or scheduling expenses. It was unclear whether 
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the current band course could also accommodate the addition of marching band within 
the schedule, or whether another course would need to be added.  
Although County College offered the basic courses required by the music degree 
programs of most of the four-year institutions within the state, there were many 
additional courses not available that the students and faculty wished to see implemented. 
Some of the desired courses were feasible if enrollment was sufficient, whereas some 
courses would never be offered because they were junior level or above and would be 
reserved for a four-year college. The faculty expressed that the only course missing from 
the degree plan was a recital attendance course that would track students’ attendance at 
college or area performances. Such a course is often a requirement at transfer schools, 
making students who transfer from County College behind in that regard. Also, there was 
no piano proficiency exam because there was no dedicated piano faculty available to 
administer the exam. Some transfer schools required two years of class piano, which 
would put graduates from this college a year behind because there was only one year of 
class piano offered.  
 A collegiate chapter of the National Association for Music Education was 
recently formed and all the music majors were pleased to have joined and to attend the 
state conference that was held during the fall semester. Even those students who did not 
intend to go into the field of music education seemed to enjoy the experience of meeting 
passionate teachers and being exposed to that community of practice. Most students 
longed for a lower-level course in music education that would introduce them to the basic 
concepts of music education and allow them to observe music classrooms and teachers in 
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the area. An equivalent course was taught in the education department and was available 
to music students as an elective course, but the sophomore music students who took the 
course felt that a music education specific course would be preferable. Music faculty 
liked the idea of adding such a course, but filling it each semester and adjusting the 
teaching load of the current faculty made the course unfeasible.  
 The relatively new music faculty at County College faced the task of recruiting 
additional students to return their programs to economic viability, to create new programs 
that would increase the interest in and visibility of the department, and to continue to 
provide quality instruction to the current cohort of students. The students varied greatly in 
terms of their desire for specific communities of practice to be available at County 
College. In addition to the long-term tasks of recruiting and creating and building 
programs, the faculty also needed to reconcile the academic and idealistic diversity of the 
student body that enrolled in their courses using the available faculty, courses, and 
structures at County College. 
Findings  
 What follows are the findings as generated through analysis of the data and 
grouped by emergent themes. In general, administrators, faculty, and students agreed that 
County College was a great place for students who were undecided or who had 
difficulties getting admitted to other colleges or universities based on the admission 
requirements of those particular institutions. The open-door admission policy, generous 
scholarship awards, relatively low tuition costs, versatile degree offerings, and immediate 
performance opportunities enticed students to attend County College. Faculty members 
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faced unique issues as they attempted to accommodate a diverse student body, which 
included complications when students did not know what role County College served in 
their future educational goals.  
 Stake (1995) used the term issues to identify conceptual structures and to draw 
attention to problems and concerns. In Figure 4.1, I identify four student issues that 
manifested in the form of tensions between what the students hoped to see at County 
College and what drew the students to enroll there. All four tensions are in direct 
opposition to each other. For example, many students expressed that they enjoyed the low 
student-teacher ratio at County College while also hoping for more students to enroll to 
diversify the course offerings. The number of music faculty members at County College 
was unlikely to increase; therefore, more students would have a negative impact on the 
student-teacher ratio.   
 Another student tension identified in figure 4.1 is between the need to find a sense 
of community at a small college that is similar in size and scope to a student’s high 
school, and the negative view of the community college as not being rigorous or 
exclusionary enough. The open-door policy of most community colleges is often seen as 
an extension of high school and referred to as 13th grade.” At County College, students 
often stated that their high school band or choir performed similar music as was 
programmed in the County College choir or band, and often at a higher performance 
level. Conversely, some students (often the same students who did not think the 
performing ensembles were rigorous enough) expressed that they enjoyed the sense of 
community that existed at County College and that they needed the intermediate step 
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between high school and large university.  
 Students who sought to assume leadership positions in the performing ensembles 
or departmental clubs and organization found that they could immediately become an 
integral part of the organization they sought to join. Some students expressed that they 
enjoyed this accelerated entry into leadership roles, while also being tentative or nervous 
about how they would perform. Conversely, some students did not want to serve in a 
leadership role, but were not given a choice because there were so few music majors. 
Some students who perceived that they were thrust into leadership roles too soon stated 
that they were eager to serve these roles, but would have liked to wait until they could 
observe others and participate in the organization for a year or two before assuming any 
leadership role. This was rarely an option at County College because there were few 
upperclassmen to model and no more than a year to learn before students graduated. 
 The final issue I identified was a tension between the expectations of students 
who were non-traditional music majors. These students did not wish to become music 
educators, composers, or classical performers and were often not involved in their high 
school music departments before enrolling at County College. These students often had 
limited options for college music, especially if they intended to stay in their home state. 
County College offered them a place to study, though the curriculum was not optimized 
for them because each student was unique in their demands and expectations. Students 
expressed that they would like a more relevant curriculum, but County College and other 
community colleges in the state with open-door policies were some of the only places 
where students with such limited experience would be accepted and where faculty would  
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Figure 4.1. Issues of student tension 
be able to spend the time to work with students on their unique curricular goals.  
Ease of Entry  
 A benefit that led prospective students to attend County College was the relative 
ease of admission, enrollment, and access. Many students viewed a two-year college as 
the natural next step in their educational journey. Music students gained access to 
performance opportunities immediately in most cases. Some students chose to attend 
County College to shore up deficiencies in one or more areas and learn basic skills. For 
other students, the determining factor for attending County College was the low cost and 
the generosity of the scholarships awarded by the music department.  
 Continuation of high school. Community colleges are often seen as a bridge 
between high school and the university, and I have heard some people jokingly remark 
that community college constitutes grades 13 and 14. Perhaps it is not surprising that 
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many of the students that I interviewed saw their time at County College as an extension 
of their high school education. Some students viewed community college as a needed 
step to prepare them to enter the university and pursue a bachelor’s degree. Other 
students needed community college to prepare them to enter the workforce. All of the 
students I interviewed were from the County College service area, which constituted the 
counties within approximately 90 miles of the main campus. Convenience appeared to be 
a very important consideration for all of the students and was a determining factor in their 
decision to attend County College.    
 One way in which County College served as an extension of the students’ high 
school activities is demonstrated by the college faculty’s involvement with the high 
schools in the County College service area. Specifically, I found that connections 
between the high school students and college faculty had some influence over the 
student’s decisions to attend County College. Robert, a voice student from a local high 
school, took private lessons from County College faculty Olivia while in high school, 
which led to his decision to attend County College. Kale, a voice student from a 
neighboring county, was specifically recruited after the choir director went to see a 
musical production at his high school. The band director and the choir director visited 
area highs schools often in an attempt to get to know high school students. He hoped that 
a personal connection would attract them to County College, especially students who 
were unfamiliar with the college-going process.  
 These connections were not entirely positive. Students at one high school were 
actively dissuaded from attending County College. For example, Jamie mentioned, “my 
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choir director would take the envelopes with the scholarship audition days and throw 
them directly into the trash.” The high school choir director felt that attending County 
College was a bad investment and had little faith in the faculty or the performing 
ensembles there. He actively sought to send his students to other colleges and 
universities. County College was still attractive to Jamie, despite her high school 
teacher’s opinions; she cited her familiarity with the college and its faculty as the main 
reason she chose to attend.  
 Donald, the choir director, indicated that students attended “because it’s 
convenient.” One convenience is that incoming students knew the faculty, who actively 
recruited at their high school. Another was that many students, especially those from the 
nearest cities, wished to join their high school friends at County College. Students who 
attended high school with their peers found that attending County College afforded them 
an opportunity to maintain their friendships. Joan and Julie went to a nearby high school 
together and cited their circle of friends as a contributing factor in their college choice. 
Joan wanted to “be near my friends from high school,” a sentiment that was echoed by 
Kale, Michael, Jimmy, and Jamie, although the high school friends were not necessarily 
in the music department as performers or majors.   
 Some students sought out County College for its small size relative to four-year 
universities in the area. This was particularly the case for those students who had 
attended small, rural high schools and who thought that attending a large metropolitan 
campus with thousands or tens of thousands of students was intimidating. Charles said, “I 
like the smaller setting” which was echoed by Kale who also said, “I like it small.” Julie 
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and Joan attended a small high school together, and after Joan tried another two-year 
school for a year, she decided to join Julie in a smaller town, at a smaller college, 
surrounded by high school friends. Jimmy went a step further in describing his desire to 
continue being a “big fish in a small pond,” similar to how he was in high school with 
regard to his musical theatre activities.  
 Performance opportunities. Two-year colleges provide the first two years of 
college education, offering only freshman and sophomore level courses, resulting in a 
student body without any traditional upperclassmen, namely juniors, seniors, or graduate 
students. The music department, and indeed all student organizations and teams, must 
support their communities of practice with a group of students, about half of whom will 
graduate from County College or transfer to another institution each year. Although a 
university may have a student enrolled for four or more years, a two-year college rarely 
keeps a student more than two years. This situation gives freshmen and sophomores at 
County College the opportunity to perform immediately, because there is no upperclass 
competition for chairs in ensembles, faculty attention, or musical theatre roles.  
 All students who were interviewed were involved in the performing ensembles 
ranging from being exclusively in the concert band or choir, to those that were heavily 
involved in multiple ensembles including multiple bands, choirs, and musical theatre. 
Instrumental students had the opportunity to perform in concert band, jazz band, and pep 
band, while vocal students could perform in college choir and select choir. All students 
could participate in the musical theatre production, either as a singer on the stage or as a 
member of the pit ensemble. County College relied on music majors and non-majors to 
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participate in the ensembles in order to have enough musicians to be able to offer the 
programs. At County College, it was common for any course, including performing 
ensembles, to have a wide range of student ability levels. Students who chose County 
College over a large state university had the opportunity to perform right away, though 
not necessarily in a course with the same level of competition or rigor as a course or 
ensemble at a university that could afford to have more stringent admission requirements.      
 The performing ensembles at County College were comprised of a diverse set of 
students. The band director described a concert band with a few dedicated, driven 
students alongside many students that were just in the group for the scholarship money or 
for fun. He described a band of 22 members, lacking in depth at any specific instrument. 
The choir director echoed the band director’s sentiments in his description of the 
relatively small choir, which had many non-major participants, and a wide range of 
ability levels. Students in all of the ensembles were given opportunities to perform the 
respective literature despite the gaps in the instrumentation or student ability level. The 
band director hired local performers to join his band at concerts to allow the ensemble to 
perform more difficult works without being hindered by limited instrumentation. 
 The flaws in the ensembles were not enough to deter students from wanting to be 
a part of them. There was genuine excitement among students, particularly those from 
small, rural schools, about joining the ensembles at County College. Kale said, “I just 
want to be around people who appreciate music.” The choir director, an alumnus of 
County College, related that “if I had started as a freshman there (at nearby four-year 
metropolitan universities), I would have never had the opportunities there that I had here 
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to perform.” The choir director’s sentiments seemed to be congruous with the feelings of 
many students, who expressed their excitement to be in the various ensembles and saw it 
as a step up from their high school ensembles. 
 Other faculty were in agreement with the choir director’s inclusive stance on 
ensembles. Musical theatre faculty Christina professed, “I am really good about letting 
understudies perform,” usually at matinee performances.  She also instituted student-led 
one-act plays and musicals, which allowed the students, in her words, “the freedom to do, 
if they want, to be more artistic, or raunchy, or whatever they want.” Official mainstage 
productions would never stand up to the scrutiny of the viewing public and the 
conservative base of the area, so Christina gave the students a place to perform without 
negative feedback regarding subject matter.  
 Another performance opportunity afforded to music majors was in a course titled 
“Seminar.” In this course, they performed for their peers and a panel of faculty, and were 
critiqued on their performance. In addition to the obvious master class similarities, where 
students learn by watching interactions between other students and faculty, non-
performing students offered up their own ideas and suggestions to the performing 
students. As the vocal instructor described, “they learn from each other.” Charles and 
Joan remarked that they appreciated the chance to perform in a smaller, less formal 
atmosphere because they had never performed alone in public before. The performances 
took place in a classroom with just the faculty and a few other students from the same 
studio in attendance. By all accounts, this course bridged the transition from novice 
soloist to recital performer.  
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 Basic skills. County College had an open enrollment policy. All students, 
regardless of high school grades or standardized entrance tests scores, could apply and 
were conditionally accepted. A student was required to take remedial courses in most 
general education courses and/or disciplines, specifically, reading, mathematics, English, 
and science if the student received ACT sub-scores below a certain threshold. Although 
music did not have specific remedial courses, many students found themselves with a 
distinct lack of musical knowledge upon entering freshman-level music courses. Some 
students were aware of their musical deficiencies, while some were oblivious to the skill 
set that would be required for their proposed degree plan.  
 Many students I interviewed understood their deficiencies. For example, Joan was 
an instrumental major who spent a year at another college without a music program. She 
understood that she was a year behind and was trying to catch up to her peers. Joan 
shared, “I am trying to pick up as much as I can” so that she was not “so far behind.” 
Kale said that he “didn’t know much about the inner workings of music” in that he had 
“never had a voice lesson before coming to [County College].” Kale continued to praise 
County College for “easing him into it instead of going right into it,” which was an 
experience he would not expect at a larger university. He liked that “there are less people 
so they (faculty) actually have time to help you.” The vocal instructor took pride in what 
the college did for students like Kale. She described these students as “musicians; they’re 
just not strong in this traditional way.” 
 Not all students were as aware of their needs and shortcomings as Kale. Jamie 
was a voice major with multiple years of college, and was interested only in completing 
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her required general education courses before moving on to a university. She was 
eschewing the chance to participate fully at County so that she could finish early, while 
also admitting that she needed the experience performing. Her career goals included 
performing opera as a soloist and/or as a member of the chorus, but she was not enrolled 
in either choir and had recently dropped her voice lesson because of a dispute with the 
instructor. Even though Joan knew she was behind, she did not appear to understand what 
musical competencies were necessary for performance success. Her description of 
required musical skills was, “you need the aural skills so you don’t need a sheet of paper 
or you need theory so you can transpose.” She did not seem to understand the role of 
music theory and aural skills in her development as a musician. Another voice major, 
Allison, described first year theory and aural skills as “the higher end” of what she 
needed to learn, again demonstrating a lack of understand about the fundamental role of 
these two courses. 
 Many students I interviewed needed guidance with regard to their musical 
curriculum and their general practices as a music major. The vocal instructor, the band 
director, and the choir director attempted to build basic skills as part of their respective 
seminar courses. Steven, the lone full-time instrumental faculty member and the band 
director, described the necessity to teach what he termed “common sense ideas like how 
to practice and recital etiquette” in his version of the seminar course. Charles confessed 
that he had “never had a set practice schedule.” Faculty at County College found that the 
majority of their time was spent shoring up deficiencies. As a result, they had little time 
left to offer more broad survey or major specific courses. As the vocal instructor stated, 
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“they’re just doing their lessons, theory, aural skills, piano, all the basic things here.”  
 Economic issues. The expense of a college education led nearly all of the 
students I interviewed to attend County College. Community college tuition, especially in 
this region, could range in price from a third to half of the equivalent university tuition. 
The low cost was a selling point for the choir director as he recruited choir students: 
“They come here…because it’s cheap.” The band director recruited instrumental students 
using a similar enticement, hoping to use low cost and scholarship money to attract 
students to attend County College and participate in the musical ensembles. 
 Nearly everyone involved in the musical ensembles got what most termed a 
“books and tuition scholarship.” This was common knowledge among the students, as 
Kale described, “everyone is going here for free.” He went on to say, “[a] university 
[would be] a lot more expensive” while listing his reasons for attending County College. 
Christina, a musical theatre instructor, listed a benefit of two-year schools as they “give 
out a lot of money and make their [students’] life a lot easier.” Joan spoke of a “newer 
degree, without newer degree prices,” while describing how much cheaper County 
College was than the universities she looked into attending as a music therapy major.  
A Place for the Undecided  
 Many students did not know what course work they planned to study when they 
arrived at County College. The vocal instructor saw the role of the college as “a stepping 
stone to where they get to do the big universities” but it was not “do or die.” She 
described the music department as “fairly laid back” and willing to prepare students for 
“the more intense portion of musical study.” She went on to say that she hoped the 
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college was “giving them the solid base” of instruction before the student chose a musical 
career goal, “whether it’s education or performance.” Students could attend County 
College as an undecided major, or as a general music major. The music major was 
transferable as the first two years of study at a university. In the latter case, students could 
delay committing to a specific musical career path for two years while they amassed 
experience and basic musical knowledge. 
 Unique and broadening experiences. Students were able to keep their options 
open at County College, while also gaining valuable experience. Music students Joan, 
Jimmy, and Robert all described their expectations of County College as a stepping stone 
to something else. Jimmy saw County College as the next logical step after high school, 
stating, “it was a good stepping stone from high school.” Joan’s saw the courses as 
scaffolds to more complicated subject matter. She was worried about her ability to 
assimilate at a larger university and felt she needed the smaller, more close-knit 
environment available at County College. Robert said, “it’s meant to be a stepping stone” 
and did not appear to have much faith in the education he was getting at County College. 
Rather, he appeared to view his time there as a way to circumvent courses at a larger, 
more expensive university. His views of County College were more biting, citing its role 
as “to help you get into an actual college.” 
 During their interviews, each of the faculty members cited a long list of 
experiences their students had for the first time (or for the first meaningful time) at 
County College. Concert band, jazz band, choir, select choir, musical theatre, National 
Association for Music Education, and even studio classes were cited by all the faculty as 
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communities of practice available for the students to join, though it is debatable as to 
whether these were experiences the students were getting for the first time. Christina, the 
instructor who oversaw the musical theatre students, listed many ways to be involved in 
the theatre program, including ways for students to choose their own course of study 
inside the framework of the course offerings. 
 Steven, the band director, also recognized the need to add other experiences from 
which the students could choose. He understood the need for the accompanist who was 
recently hired but remarked that the school needed to implement other ways for students 
to experience the musical world, specifically ways for students to get involved in music 
technology and to participate in the National Association for Music Education. He 
expressed a desire to find ways for “band kids to go out and work with the high schools.” 
However, he was hesitant to send underclassmen with little experience out to help area 
high schools and make a bad impression on the potential recruits and high school 
directors.  
 Music majors all attended sessions and concerts at the state conference for 
NAfME. The experience was universally well-received by students and faculty, even by 
students who did not plan to continue on to be music teachers. The band director was 
excited that “all the music majors went” while Allison, Joan, and Julie all praised the 
experience as inspiring them to pursue music education. Julie’s faith in her decision to be 
a music educator was reaffirmed, saying, “it really made me want to do what I want to do 
more than anything else.” 
		
87 
 Versatility. Many of the students I interviewed had no idea what career they 
wished to pursue when they enrolled in college for the first time. Most knew music was 
the direction they were leaning, but did not know what they would do with a music 
degree. Music degrees at County College were not specific beyond music, so the same 
degree transferred to a university would satisfy the first two years for a variety of music 
related majors like music education, performance, composition, or even parts of a music 
therapy degree. Students had the flexibility to study music without having to make a 
decision about their bachelor’s degree until a later date. This versatility appealed to 
students who were unsure about their career goals.  
 The overwhelming majority of students who attended County College planned to 
transfer to a university and they relied heavily on their courses to transfer in as the first 
two years toward a bachelor’s degree. County College offered the first two years of 
courses in music, including four semesters of music theory and aural skills. The band 
director, an alumnus of County College, attested that the university he attended “accepted 
the first three semesters of music theory and aural skills but not the fourth.” Robert was 
interested in the musical theatre related courses and was happy with learning “basic 
things about lighting and basic things about sound.” Jamie knew when she enrolled she 
was only worried about taking “pre-req” courses, a term she used to define courses that 
would transfer in as a part of the general education core curriculum and/or general music 
degree plans. Kale enrolled in a community college because he did not “want to go into a 
university not knowing what I am doing.” All of these students depended on County 
College to lay a strong foundation for their future studies.  
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 The theatre director went on to point out that she and her colleagues were able to 
“spend more time with the kids” due to lower teacher-to-student ratios compared to those 
at the majority of the universities in the region. The vocal instructor identified what each 
student needed and, whenever possible, tailored the curriculum to fit the student’s needs. 
She stated, “we need to figure out where you want to go and we need to figure out how 
you’re going to make this transition smoothly.” The faculty’s willingness to take students 
from where they were and get them to where they would like to be is what attracted many 
students to County College, particularly non-traditional music students, students without 
clear career goals, and students with deficiencies.  
Faculty Issues  
 Faculty members faced unique challenges as they attempted to stay relevant in a 
constantly changing world. In County College’s state, unlike neighboring states, 
community colleges and technical schools were combined together as one institution. The 
technical branch of County College needed to stay on the cutting edge of technology and 
industry in order to stay relevant for students entering the job market. However, the 
community college branch, specifically the music department, was having trouble 
determining its role with regard to new courses and new degrees.  
 Figure 4.2 illustrates issues that manifested in the form of tensions between the 
approach that faculty members took toward problems they perceived, versus the approach 
that administrators took to the same problems. Faculty members and administrators were 
resistant to change in two different ways. Faculty members were sometimes hesitant to 
vary their courses to provide differentiated instruction. Administrators were hesitant to 
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change courses, faculty positions, or program that would add significant costs of money, 
facilities, or faculty member course loads.  
  
 Resistance to change New courses Recruiting and retaining 
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Figure 4.2. Issues of faculty members’ approach versus administrators’ approach 
The approach to adding new courses was also different between administrators 
and faculty members: Faculty members advocated for new courses based on perceived 
student need, while administrators often added new courses whenever a new faculty 
member was hired. The faculty members’ approach to recruiting new students and 
retaining current students was to add new and unique programs that students could not 
get at other colleges in the area. Conversely, administrators advocated for the creation of 
large, flashy showpiece ensembles that would raise the visibility of the college and excite 
students to enroll and stay enrolled. Finally, faculty members advocated supplementing 
the curriculum by adding faculty, ensembles, and programs, while administrators stressed 
that supplements to the curriculum needed to happen inside of the current course 
offerings. Further details on faculty members’ and administrators’ approaches and 
perceived complications are outlined in the following section.  
 Difficulty adding new courses with qualified faculty. Finding qualified faculty 
was a key component of adding a new course and County College had a few difficulties 
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to overcome. First, it was in a small town, approximately an hour drive from the nearest 
major metropolitan area, requiring any faculty member living there to make a significant 
commute. Additionally, there was a small faculty of only three full-time music faculty 
and one full-time theatre faculty member who were available to teach new music courses 
if a qualified adjunct could not be found. The vice-president remarked that there was no 
problem finding faculty, citing the fact that each time a position had been open, there was 
no shortage of applicants. The department chair agreed to the extent that full-time faculty 
were not difficult to find. The department chair and all the faculty agreed that it was 
difficult to find adjunct and part-time employees to teach courses that the few music 
faculty were not qualified or not capable of teaching. 
 The current faculty had to face the repercussions of being unable to fill job 
openings with qualified faculty. As I noted previously, the choir director was without an 
accompanist for over a year. As a result, his retention dropped as students got frustrated 
with his self-proclaimed inability to play the piano at the level needed for an 
accompanist. The choir director remarked, “we really can’t do more without actually 
hiring a piano teacher that’s full time.” The vocal instructor, who taught the piano 
courses, agreed that a piano position was desperately needed, saying that if a piano major 
decided to enroll “we don’t have someone who can actually teach piano.” A qualified 
accompanist candidate had been offered the position, but at the time of this study, had yet 
to accept the position. It is important to note, however, that the candidate was not 
qualified to teach piano.  The vocal instructor would still need to teach class piano, and in 
the event that a piano major enrolls, no one on the faculty would be comfortable or 
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qualified to teach that student.   
 Finding an employee with the necessary skill set was not the only problem the 
school faced. The department chair and vice-president also needed to work to balance the 
workloads of the faculty if programs were added but were not replacing any other 
courses. The vice-president was very interested in starting a show choir at the school, 
hoping to set up a group that could compete with a show choir at a nearby college. The 
faculty were resistant due to the time such a group would require and a lack of funding to 
support it. The vice-president approached the theatre director about the possibility of 
leading a show choir, but she replied, “if you want us to do show choir, find someone 
else.” She did not see how she could add courses to her load as she was already 
struggling to stay qualified to teach the courses she was teaching at the time, particularly 
courses outside of musical theatre. To solve the issue of having too many courses in her 
load, the theatre director hoped to add a third faculty member to help relieve the pressure 
of her overfull load. After I spoke to the vice-president and the department chair, I 
determined that hiring a new faculty member seemed highly unlikely. The vice-president 
said, “students have say in the curriculum by their enrollment.” Without significant 
increase in student enrollment, it was highly unlikely that there would be another faculty 
position added in the performing arts department. 
 Many of the music faculty looked to music technology as an area that may attract 
more students. The band director and the vocal instructor were optimistic about the 
prospect of sound recording and engineering as a possible major. They presented the 
proposal for a new major to the department chair and the vice-president, who both shared 
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their optimism. The band director spoke at length about his plans for another faculty 
member to come in and oversee the program. He identified a candidate but was having 
difficulty getting administration to agree to add another faculty position. The vice-
president was agreeable to adding the courses only if it did not require another faculty 
position. The band director suggested that the fight for another faculty member would be 
difficult, saying, “I’m sure I will be asked to teach it [music technology course] and while 
I have looked into a graduate certificate, I am not sure I am willing to pay to do it.” The 
unwillingness of the vice-president to approve the expense of the band director’s 
certification for the courses in the new program, and the physical cost of outfitting the 
facilities to be used in such a program, seemed to have confirmed that this proposed 
program would likely not be implemented.     
 Difficulty staying relevant beyond the transfer function. The design of the music 
curriculum at County College was optimized for students who wished to continue on to a 
four-year university after graduation. Music theory, aural skills, class piano, private 
instruction, and ensembles constituted the music major course requirements. The vocal 
instructor and the band director both expressed concern that there were students who 
wanted to enter the music field but who were not necessarily served by a bachelor’s 
degree in a traditional music concentration such as education, performance, or 
composition. There was considerable tension between the needs of individual students 
who were not interested in the traditional music fields and the design of the County 
College music curriculum.  
 The vocal instructor expressed concern for particular students who do not 
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necessarily fit in as traditional music majors, perhaps those who did not want to teach or 
perform classical music. She stated, “We really need to explore what the needs are of the 
students that love music but they don’t necessarily want to go teach it because there are 
other venues that they could explore a career in.” She described an incident in which a 
student “declared that he was going to be a music major and then realized it had 
absolutely nothing to do with what he wants to do in music.” Kale also found himself 
getting a degree in music to learn the fundamentals of music and participating in many of 
the available communities of practice because he was compelled to by his scholarship 
agreement. He hoped to use his education to become a rock and roll musician and to 
write popular music. County College did not have any courses or communities of practice 
directly devoted to what he would like to do, so he instead hoped to piece together the 
knowledge and experiences he was seeking while he completed a traditional music major. 
Complications  
 When student goals did not align with the mission of the music department at 
County College, faculty members were faced with unique complications. The vocal 
instructor and the band director both expressed that the curriculum and communities of 
practice that County College had to offer did not best serve many of their students. The 
band director’s approach was to offer a different program, a sound recording major, 
which he hoped would attract more students and give non-traditional musicians a place to 
study music that matched how they wish to work in the industry. While the band director 
hoped to create new structures, courses, and communities of practice, the vocal instructor 
was more interested in tailoring the program on an individual basis in a way that best 
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served each student. Her approach was much more difficult to apply because each student 
needed to have an experience satisfied within established structures, courses, and 
communities of practice available at County College. Each faculty member I interviewed 
stated an understanding of the need for innovation and change at County College, and 
each had a different approach to the complications they encountered.  
 Disparity between communities of practice students wished to join and the 
communities of practice that were available. Students who attended County College 
must make concessions on the breadth of course offerings in return for other positive 
factors, including low tuition costs, access, and convenience. For example, County 
College had many of the commonly occurring ensembles like band and choir, but lacked 
specialized ensembles like brass choir or show choir. Some ensembles are simply too 
specialized to merit inclusion in the curriculum at County College with such low student 
enrollment. Students must wait until they transfer to a larger college, enter the workforce, 
or cultivate opportunities for themselves. The faculty at County College made efforts to 
expand the communities of practice available to students, but they were limited by the 
relatively low enrollment and two-year nature of the college. 
 Students who wished to become music teachers had some resources available to 
them, though not as many as they would like. Allison expressed a desire to teach 
elementary music. She was excited to join CNAfME and to be learning about music, but 
expressed frustration that she was “not learning anything about how to teach music.” The 
vocal instructor agreed with Allison’s frustration and expressed a desire to add music 
education to the curriculum but was unsure how. She cited that most of her students 
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graduate into music education programs and recognized the disservice of having no 
program in place that would allow observation or even participation in local primary or 
secondary music classrooms. The band director hoped for a similar program with local 
band programs, though his misgivings were based on whether his students were capable 
of being helpful or would just be a distraction to the rehearsals they attended. The band 
director and the vocal instructor both recognized a particular drive in their students 
toward music education and did their best to guide the students but often the students had 
to seek resources outside of the communities of practice available at County College. 
Julie hoped to study music in special education after graduating from County College. 
The band director referred her to a university about an hour away that had cultivated a 
music in special education community of practice, though she would have been two years 
behind most of the other students of her academic classification when she arrived there as 
a junior. 
 Students who wished to become musical theatre performers needed to be mindful 
of small-town politics. The theatre director described the need to tailor the musical 
theatre productions to the audience and demographic of the town. This led to shows that 
were “too conservative” in her opinion. Her students did not get the opportunity to 
perform in edgy shows or in shows that were popular in larger markets for fear of 
political repercussions from a rural and usually conservative audience base.  
 Some students found that the community of practice they sought did not exist at 
County College. Pianists were ill-served at County College, according the vocal 
instructor charged with teaching them. While the vocal instructor taught beginning class 
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piano, she was worried about students that progressed past her ability level. Additionally, 
should a piano major ever enroll, “we don’t have someone to teach them.” Non-
traditional music majors were left to find their own way. Kale was a student who hoped 
to join the music industry as a performer or songwriter but had nowhere to practice the 
style of music he hoped to make. He took private voice lessons with the choir director 
and aural skills with the vocal instructor. Both of those instructors did their best to tailor 
their instruction to fit his career goals, but they could only work within the standard 
course offerings.  
 Many students at County College wished to become music therapists. Five 
students mentioned it as an alternative to performance or education majors at the 
university level. Only Jamie could define it and she was the only one who had ever 
participated in a music therapy community of practice. Jamie was a transfer student with 
work experience at a special needs housing facility. She cited that experience as her basis 
for selecting music therapy as an option for her major at the university when she 
graduated from County College. Every other student seemed to like the idea of music 
therapy without ever having participated as an observer, a patient, or a therapist. Joan 
said she wanted to be a music therapist; however, she became very animated about going 
back to school and becoming a gemologist if she could not get a job as a music therapist. 
 The band director went so far as to say that County College did a disservice to 
students by removing them from the university communities of practice and delaying 
their entry into those communities until their junior year. He was most concerned with 
the County College band students. They not only missed performing with larger 
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ensembles with full instrumentation, but they also did not get to build relationships and 
learn from faculty and fellow students starting as a freshman. Transfer students could be 
left feeling like outsiders when they enter the university. The band director, a County 
College alumnus, based his comments on his personal story as a student who transferred 
to a nearby university as a junior. He felt like an outsider because all his peers had been 
participating in the communities of practice that existed at the university for two year 
longer than he had.  
 Student misunderstanding about what careers were available in music and 
what degrees would help to enter that workforce. Many of the students I interviewed 
attended County College because they were unsure about their career choice. The faculty 
indicated that they understood this about their student population and tailored many of 
their courses to expose the students to as broad a spectrum of musical careers as possible. 
The theatre faculty went so far as to add courses that surveyed the many different ways to 
be gainfully employed in the theatre or musical theatre profession. The theatre director 
saw her role as curator of new experiences, saying, “we get kids that don’t really know 
what they want to do, so we are trying to excite them.” The music faculty seemed to be 
much more informal and treated each student differently based on his or her own 
particular needs.  
 Allison discovered that she wanted to become a music educator while attending 
the state music educators’ conference. Julie had a similar experience and became 
interested in an even more specific subset of music education, specifically to those with 
special needs. While these two students would not be able to join these specific 
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communities of practice at County College, it was at the college that they turned a 
general love of music into a specific career goal. Charles, and to a lesser extent, Joan 
wished to become music educators in spite of their high school directors. Both had 
beloved high school directors who left at some point in their time in high school and were 
replaced by directors that left them bitter and disillusioned. Charles hoped to become a 
music educator so that his students would have a better understanding of what it meant to 
be a lifelong musician. He cited his music teacher and his guidance counselors as being 
of no help to him in making career decisions in music. Joan did not see herself becoming 
a music educator but did express that she wanted “to do a better job” than her director at 
giving students a positive experience in high school music and preparing students for 
lives after high school. 
 Multiple students seemed to be confused about the role of County College and 
what courses they needed to fulfill their career plans. William was under the impression 
that he could not take courses in music and theatre concurrently. When questioned about 
it, members of both the music faculty and the theatre faculty confirmed that this was not 
the case. William also demonstrated a lack of understanding about what it meant to be 
prepared to go on to the university. When asked whether he felt prepared to perform at 
the university, he indicated that “if the music is easy enough, then yeah.” He did not seem 
to understand how difficult music at the university level might be, or whether he would 
progress to a point to be able to perform it.  
 Another example of a student who seemed to be confused about her education 
goals was Joan. She sought a degree in music therapy but planned to attend a university 
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that had no music therapy program. When questioned about this, she explained that she 
planned to take courses in music and courses in psychology in hopes of creating her own 
version of a music therapy degree at a school without the courses for such a degree. She 
had no real understanding of what being a music therapist meant and had not researched 
what they do. Jamie also seemed to have several disparate goals. Her educational goals 
included a Doctorate of Philosophy in Psychology, a bachelor’s or master’s degree in 
music performance, a degree in opera performance, and a degree in music therapy (unless 
she were called to perform on Broadway first).  
 The faculty was required to reconcile students’ diverse career trajectories and 
advise students from a wide spectrum of career and educational goals, including some 
that were unrealistic or even impossible. The ease of entry for students as they sought to 
enroll at County College meant that higher education was available to a group of students 
who were, in many cases, undecided or unclear about their career goals and who looked 
to faculty to guide them through their college experience. Faculty were then faced with 
advising a very diverse group of students who could not always articulate what they 
needed from County College and its faculty. 
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CHAPTER FIVE: DISCUSSION 
 In this chapter, I discuss the findings outlined in the previous chapter by 
“attaching significance to what was found, making sense of the findings, offering 
explanations, drawing conclusions, extrapolating lesson, making inferences, considering 
meanings, and otherwise imposing order” (Patton, 2002, p. 480). The research questions 
are examined in terms of the emergent themes and are compared to and contrasted with 
the empirical literature discussed in Chapter 2. I then review the findings in terms of the 
theoretical frameworks of Lave and Wenger’s (1991) legitimate peripheral participation 
and Wenger’s (1998) communities of practice. I also draw on my own personal and 
professional experiences to review the findings. The chapter concludes with implications 
for music education and recommendations for future research. 
How and in what ways do faculty members create and maintain appropriate 
communities of practice within the structure of community college as it relates to 
the college’s mission? 
 Wenger (1998) asserted that a joint enterprise was “defined by the very process of 
pursuing it” (p. 77), and the communities of practice at County College were assumed to 
help prepare music students for their ultimate career goals and the inclusion of non-music 
majors into the programs. Faculty members at County College began the process of 
creating communities of practice and joint enterprise with potential students while the 
students were still in high school. All the music faculty were expected to participate in 
recruiting and some taught students privately in hopes that they would attend County 
College upon graduation from high school. A common theme among students and faculty 
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was that County College served as a bridge between high school and university. 
Encouraging interaction and participation while prospective students were still in high 
school fostered this view of the college as an intermediate step in higher education and 
eased the transition for high school students into college communities of practice. Kale 
and Ross both cited lessons with the choir director and vocal instructor, respectively, 
while in high school as determining factors in choosing to attend County College.  
A Sense of Community  
 Not only did these two students appreciate the music education they received as 
part of their lesson, but also they became familiar with the faculty and facilities at County 
College, which fostered a sense of community before they were officially students. 
Countryman (2009) interviewed 33 recently graduated high school students who were 
heavily involved in their high school’s music programs and found that students in her 
study valued the community they joined, namely the people and social interactions, over 
the practice in which they engaged. Faculty members at County College attempted to 
recruit high school students with similar feelings about the communities of practice they 
had to offer. While County College lacked the diversity of communities of practice that 
may have been found at a university, the personal student connections with the faculty 
and the ability to have a centralized role in the musical communities of practice that are 
available encouraged students to attend. County College faculty took steps to ensure that 
prospective high school students were comfortable joining the communities of practice at 
County College as soon as they arrived as freshmen. Freshmen made up approximately 
half of the student body and were essential to any vibrant and active community of 
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practice at County College.   
Curriculum Design  
 Once students were on campus, faculty began the process of preparing them to 
enter the university. According to Wenger (1998), practice in a community evolves based 
on the responses and interactions of those involved (p. 80). At County College, faculty 
and administration used the demands of the most identifiable subset of music majors, 
transfer-seeking music education or performance majors, and based the curriculum 
around their responses and interactions. Students who wanted to matriculate into 
traditional music careers like music education or performance would find all the 
introductory and beginning level courses necessary to do so. Traditional courses and 
ensembles were pre-existing structures and faculty did their best to maximize them for 
the good of the small number of students that enrolled in them. As the number of students 
who sought to use their music degree in fields other than education or performance 
increased, the courses began to evolve to include a way to serve these students. Curricular 
modifications only occurred in courses with the flexibility to change within the course 
design and program of study. 
 Serving diverse students. The ability levels of students in performing ensembles 
at County College varied greatly and the interactions between majors and non-majors, 
between advanced performers and beginners, and between faculty and students enriched 
the experience of all members of the community of practice in meaningful ways. These 
findings are similar to those of Partti (2012), who studied musicians at a London-based 
music college, with varying ability and talent levels working together in a music 
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performance and production course and found that the interactions across the spectrum of 
musicians enriched the communities of practice. The more advanced students Partti 
studied served the role of old-timers, especially in group projects, while more novice 
students were newcomers to the music production aspect of the course. Additionally, the 
novice students, while newcomers to music production, were not newcomers in all 
aspects of the course. Novice students often brought fresh perspectives and forced the 
more advanced students to think about the subject matter in new and unique ways.  
 Students at County College, especially music majors, were expected by faculty to 
play a central role in the musical communities of practice, particularly in the performing 
ensembles like band, choir, and musical theatre. Less experienced students at County 
College, some of which were non-music majors, often pushed the more experienced 
students to work with faculty to find new and unique solutions to performance issues in 
the ensembles. For example, the band director often entrusted Julie, a sophomore music 
major, to lead the band if he was delayed in the other building. The problems Julie 
encountered on the podium were most often problems with novice students, problems 
that pushed her to grow as a music educator and as a future band director.   
 Conversely, students who entered County College with high expectations about 
the quality of the performing ensembles found themselves disappointed at times. 
Korthegan (2010) similarly found a change in attitudes as expectations were not met in 
real-life situations. He studied teachers who attempted to apply new perspectives and 
approaches as they entered the workforce. The resistance to change by established 
teachers often left new teachers feeling defeated and their new approaches to teaching 
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were often abandoned. At County College, new students with pre-conceived notions 
about the dedication and rigor of college may have found their notions did not fit with the 
realities of the communities of practice available at a small, rural community college. 
Those Korthegan studied reverted from an eagerness to implement situated learning 
strategies back to familiar cognitive approaches to education. While the participants were 
eager to try new approaches to education, their excitement was tempered by the 
resistance of others who did not share their excitement. At County College, the eagerness 
and excitement about joining ensembles that performed at a high level was sometimes 
tempered by other students who did have the same work ethic or dedication. Jamie’s and 
Jimmy’s excitement about joining a “college-level choir” dissipated when they felt the 
choir and their fellow students did not meet their expectations, which resulted in Jamie 
dropping out of choir and Jimmy’s unhappiness with the ensemble. 
 Faculty at County College often found themselves in difficult situations where 
they had to reconcile the knowledge and goals of each student with the communities of 
practice available. Students who wished to pursue non-traditional music careers were 
stuck in a system ill-designed with faculty who were unable or unwilling to branch 
outside the existing communities of practice to serve them better. Students like Kale and 
Joan who did not want to be music educators or classical performers were left to 
participate in communities of practice that were designed for traditional careers while 
attempting to translate their experiences into something that would benefit their careers as 
music therapists or popular musicians.  
 While it was typical to have many students with non-traditional career goals in 
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any given semester, the diversity of their specific needs made it nearly impossible for 
faculty to cater to their needs outside the pre-existing communities of practice. For 
example, the freshman music major cohort included educational goals as diverse as being 
a rock musician, a music therapist, a music educator, and a church musician, in addition 
to a student who had no idea what he wanted to do. Community colleges have historically 
played a role in popularizing non-traditional music programs in higher education (Krikun, 
2014).  In the case of County College, however, progressive programs could not be added 
unless there was enough student demand for them to be justified economically. The vice-
president made it clear that students had a voice in the curriculum and voted by their 
enrollment. He emphasized that the demand for training in popular music, music therapy, 
or other specialized musical fields was either too specialized or too small a portion of the 
student population to merit dedicated resources and faculty. 
Recruiting and Retaining Students  
 Recruiting and retaining students was an important factor in the ability to 
maintain the communities of practice that existed at County College. The music major 
population at the time of this study was dangerously low. Non-majors were the only 
reason that the musical ensembles could be offered. The school policy that required that 
courses in the music major core be offered regularly is what kept the music major courses 
from being cancelled due to low enrollment. Faculty used scholarship opportunities, the 
low teacher-to-student ratio, and certain program options to entice prospective students to 
enroll in hopes that courses would fill and communities of practice would have enough 
participants to function.  
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 Diversifying course offerings. Väkevä (2010) suggested adding digital and 
computer-aided music to the pedagogical foundation of music education. With the 
emergence of online communities of practice and software that allows casual and 
professional musicians greater access to remix music, work together in collective 
songwriting, and edit and post music on websites like YouTube, among countless other 
ways to interact online, Väkevä advocated for the inclusion of these way of music-
making as the notions of music pedagogy were expanded and redefined. At County 
College, the band director also wished to expand the scope of music pedagogy by adding 
a program of study in sound design. The band director’s approach to the communities of 
practice at County College was to make the school more enticing to a larger population of 
students in hopes of broadening the appeal and scope of the department, specifically to 
the types of students who would be interested in the types of music-making for which 
Väkevä advocated. The band director’s new approach to music education at County 
College met with some resistance by some administrators who were hesitant to take the 
risk of hiring new faculty, renovating facilities, and purchasing equipment that would be 
required to offer such a program. Similar to the choir students discussed above and the 
new teachers in Korthegan’s (2010) research, the band director faced resistance from 
other invested parties as he attempted to implement his new perspective and approach to 
music education at County College.  
 In her self-study, Zaffini (2016) also found resistance to her new ideas when she 
suggested changes to an established curriculum. Similar to the band director at County 
College, Zaffini was relatively new in her faculty role. Her suggestions, while thoughtful 
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and insightful, did not account for invisible factors that were unknown to her as she made 
the suggestions. Her co-workers held tacit knowledge they gained through an intricate 
understanding of the system in which they worked over time (Polanyi, 1967). Zaffini, and 
the band director at County College, were reconciling their experiences in the present 
moment (Stern, 2004) without the benefits of the experience held by other invested 
parties in the conversation about curriculum. What Zaffini and the band director 
perceived as problems and shortcomings in their respective curricula had actually been 
carefully negotiated over time to fit the needs of the institution.    
 The vice-president was more likely to support the vocal instructor’s approach to 
broadening the scope and appeal of the department. Her approach was to use traditional 
courses and communities of practice as tools to teach non-traditional music students. 
Students who want to learn a specialized musical skill had to use the existing 
infrastructure of courses and communities of practice. The vocal instructor would adapt 
the repertoire in her voice lessons or arrange for observation opportunities in an attempt 
to broaden the experience the students got. For Allison, the vocal instructor geared her 
vocal repertoire toward one of Allison’s interests, church music, and arranged for her to 
observe a local elementary music class to introduce her to one of her other interests, 
primary music education. This approach was limited but would actually be able to be 
implemented by the faculty as it used the same courses and communities of practice 
available to tradition music students.  
 There were inherent problems with this approach. The faculty were not experts in 
specialized fields of music. They could only bend their curricula so far to incorporate the 
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needs of a few students before negatively affecting the rest of the students in the course. 
For example, while adjusting a lesson to incorporate popular songwriting may be 
possible, the faculty member would need to implement a lesson they may not fully 
understand how to teach or evaluate. This approach gave the student a chance to 
participate in that activity, but not in a meaningful way. Hargreaves, Marshall, and North 
(2003) argued that it is important for teachers to provide structures to teach skills and 
processes, but should not be compelled to incorporate varied musical tastes. They 
asserted that music skills and processes be taught to students who can then apply them to 
their own music experiences. At County College, the band director did not wish to 
incorporate diverse music experiences into this teaching, as he believed altering courses 
in this way was not worth the strain on the instructor of the course and would weaken the 
overall course design of any course that implemented concepts that were outside the 
instructor’s expertise.  
 The vocal instructor, however, took the opposite approach. She often varied her 
teaching to incorporate the diverse musical experiences of her students. In her book, 
Compassionate Music Teaching, Hendricks (2018) described esteemed string teacher 
Dorothy DeLay’s willingness to allow students to bring repertoire unknown to her to 
perform in their lessons (p. 150). DeLay also allowed students to see her own technical 
weakness so that students were not limited to repertoire within DeLay’s own skill set. 
DeLay and the County College vocal instructor similarly used their own musical 
expertise to teach students music with which they were not familiar so that the repertoire 
performed in lesson was more meaningful to the students. The vocal instructor believed 
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that her role was to “meet students where they were” and to tailor her instruction because 
she saw them as strong musicians, “they’re just not strong in this traditional way.”  
 Supplementing course offerings. Faculty tended to supplement the communities 
of practice at County College with those at neighboring schools. For example, students 
who wished to participate in marching band activities could go observe local high school 
bands. The band director stressed that he would like them to help with the high school 
bands in the area but also stressed his hesitation to allow them to do so as they would be 
representing County College without having taken any courses in marching band or 
instrumental methods, courses that were not available at County College. Folkestad 
(2006) suggested that informal participation outside institutional settings contributed to 
important knowledge and aspects of music education. Students did not have access to 
formal participation because the marching band aspect of music education did not exist at 
County College. The only access students had was as casual observers engaged in 
informal participation at neighboring schools. Until there were ways for students to 
formalize their participation in marching band (i.e., the band director became more 
comfortable sending students to actively assist local marching bands, or County College 
offered courses in marching band), informal participation would continue to contribute to 
important knowledge and aspects of music education in marching band for these students.  
 In another example, the vocal instructor formed a NAfME chapter to give 
students who wished to become music educators a chance to commune with other like-
minded individuals at the state music educators’ association conference. Some students 
enrolled at County College without a clear career goal; however, if a student expressed an 
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interest in joining a community of practice that did not exist at County College, faculty 
members often found ways for that student to participate somewhere in some way. 
Creech et al. (2008b) found that the process of transitioning into professional life for 
musicians may be facilitated when higher education experiences included mentoring, the 
development of peer groups, performance opportunities, and the development of self-
discipline and autonomy. At County College, it was difficult to incorporate all the 
experiences Creech et al. suggested for every student, but faculty members found ways to 
supplement the experiences that County College had to offer, such as informal 
participation with local marching bands or the formation of the NAfME chapter.  
 The faculty at County College struggled to implement new communities of 
practice unless they could be formed without significant costs of money or time. Instead, 
they sought to form communities of practice that could serve the students inside the 
structures and courses that were already available to them, as adding new courses had 
been met with resistance by administrators. The communities of practice the faculty 
added were identified in part by student demand, and in part by what the faculty felt 
would supplement the existing curriculum.  
How and In What Ways Do the Communities of Practice Available at a Community 
College Reflect the Needs and Goals of its Diverse Student Population? 
 Communities of practice at County College ultimately existed to serve those 
involved, and the joint enterprise evolved through communal response (Wenger, 1998, p. 
80). The communities of practice and their joint enterprise are a reflection of the student 
needs and goals, so far as the needs and goals can be identified and used to build 
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communities of practice. While a few students were highly motivated and had clearly 
stated and understood career goals, the majority of the music majors at County College 
were undecided. Therefore, the faculty had to reconcile the available communities of 
practice with a student body that was largely unsure about what it wanted or even needed. 
For every student who was actively taking steps to become a music educator, there were 
two students that knew they did not want to be music educators, composers, or classical 
performers, yet could not communicate to the faculty what it is they wanted out of their 
first two years of college. Kale was just happy to be involved in musical communities of 
practice with others who enjoyed and appreciated the music-making process, stating, “I 
just want to be around people who appreciate music.” Other students were frustrated by 
what County College offered them, but could not explain what they wanted or needed 
because they did not know. For example, Jimmy lamented that “vocally and choir-wise, I 
feel like I’m still stagnant,” but he could not provide concrete reasons why other than his 
dissatisfaction with the choir.  
Broad and Diverse Communities of Practice  
 Meyer and Carlsen (2001) and Partti (2012) found that diversity among the 
membership of communities of practice could enrich the experiences of all the members 
involved. At County College, there was diversity among music majors who knew exactly 
what they intended to do after graduation, music majors who were undecided, and non-
music majors participating in the department with non-career related goals. While this 
diversity may have been difficult for faculty to reconcile, it did add to the enrichment of 
the experiences at County College. Music majors in band, choir, and musical theatre were 
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given the responsibility by their directors to oversee and lead non-music majors. Rock 
and pop musicians enriched the performing ensembles, particularly jazz band and musical 
theatre, with their unique skills. The band director and theatre instructor even cited the 
creation of new opportunities for student collaboration when they discovered a student 
with sound design experience and a student who wished to host a variety show. This 
ultimately led to a new format for new student orientation at the beginning of the school 
year, where the variety show was used to orientate new students to various aspects of the 
college.  
 With so many students who were unsure about their own needs and goals, the 
communities of practice at County College were designed to be broad and non-specific so 
that all students get a general college music experience that could be transferred to 
another institution for a more specialized degree. If courses were too specific, the target 
student population would be so small that the courses would not be ineffective. The 
County College faculty identified courses and experiences that were most universal in the 
first two years of a college music curriculum and incorporated them into their general 
music major in an attempt to make it as marketable to a broad student population as 
possible. These courses made for a framework of musical experiences. Self-motivated 
and driven students could expand upon any one course and find resources that would 
enrich their experience, as when Julie became interested in music in special education 
and approached the band director for more resources on that aspect of music education. 
The band director put her in contact with a nearby university with such a program.  
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Boundary Objects  
 Fitzpatrick (2013) suggested that students may use the tools at their disposal to 
help them reach their educational goals, regardless of whether that was the intended use 
of the tool. The tools the students used in Fitzpatrick’s research were online, interactive 
class logs. Students were required to use the online log to discuss aspects of a specific 
class, but began to use the class logs to develop a virtual community that crossed 
boundaries to incorporate communities of practice far past the original intent of the class 
requirement.  Students at County College could use a base knowledge gained in a music 
theory, ear-training, sight-singing, or piano course to cross boundaries into other 
communities of practice. It was up to the students to use the tools that County College 
gave them. For example, William would rather perform, and did not value the lecture-
based music courses as highly as the performance-based courses. William likely did not 
understand that he could use these boundary objects to gain access to communities of 
practice from which he felt excluded. Conversely, Kale was a student who was already 
performing and wanted his music courses to deepen his understanding of what he was 
performing, and to give him access to more and varied musical communities of practice. 
Kale was using his boundary objects to gain access to communities of practice at County 
College.  
 Part of the inability of students to express their needs and goals was in their 
unfamiliarity with careers in music and with the role of their higher education. Perhaps 
when students were unfamiliar with the role of County College and were unsure what 
they intended to do after they left, it was more important that they feel a sense of 
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community, rather than be overly concerned with the practice, in line with what 
Countryman (2009) found when she asked recently graduated high school students to 
reflect on their high school musical experiences. Students often attended County College 
for the opportunity to remediate deficiencies in basic music skills, which was important 
because such opportunities would not be easily afforded to them if they were in a 
freshman class of hundreds at a larger university.  
 Another opportunity afforded students was the ability to participate immediately 
in leadership roles in ensembles as freshmen. The ensembles rarely performed at the 
same level as the equivalent university ensemble, but the two-year college students were 
afforded the opportunity to gain valuable performance experience, because two-year 
colleges did not have juniors, seniors, or graduate students occupying top chairs or 
playing the role of section leader. It is important to note that while two-year college 
students do not have to compete with older students, they also missed the chance to learn 
from more advanced and experienced students as would be the case in a larger 
community of practice.  
Gaining Legitimacy  
 The deficiency of basic music skills was common among freshman music majors, 
as they typically had no prior experience with piano, music theory, or aural skills other 
than what they may have learned as a member of a high school choir or band. While a 
large university may require deficient students to take a remedial music course, at County 
College, a deficient student was enrolled in freshman level courses and the faculty were 
left to reconcile the radically diverse skill levels in the class. Small class sizes were 
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conducive to the kind of individualized attention that was required to teach students of 
various levels in the same course. Without the individualized instruction afforded to them 
by the small class sizes many students would be forced to “sink or swim.” County 
College could not afford to lose music majors, so faculty members would take the time to 
ensure a student had the fundamental skills they needed to succeed.  
 Creech et al. (2008a) found that classical musicians in their study emphasized the 
drive to excel musically and technically and prioritized notation-based skills and 
analytical skills. They also found that non-classical musicians attached greater 
importance to memorizing and improvisation.  Creech et al. noted the difference in values 
and goals of classical musicians and non-classically trained and focused musicians. At 
County College, these two types of musicians were often enrolled in courses together. 
Faculty at County College faced differences in values and goals among their students and 
had to reconcile these differences inside the courses they teach, as there were not enough 
students in each career goal category to subdivide them into specifically tailored sections 
of a given course.  Kale and William wanted to become rock musicians. Julie and Charles 
planned to pursue music education and hoped to find themselves leading their own 
classrooms. Joan and Jamie wanted to become music therapists.  
Potential Downsides  
 Students often voiced frustration with the lack of opportunity to participate in 
certain musical communities of practice that were missing from County College. Many of 
these communities were impractical for the college, such adding a marching band 
component to a very small band program without the infrastructure to support it. Other 
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potential music offerings were too advanced, like music junior and senior level therapy 
courses that could not be taught at a two-year college. Although there had been some 
success at incorporating communities of practice for music education students, most other 
majors had to go outside the school to find a community of practice in their chosen 
discipline. Although faculty contacts at nearby universities and local secondary schools 
allowed students to find a community of practice in which they could participate, their 
participation was peripheral at best because they were often only allowed to observe and 
they were not capable of full participation while attending County College. For example, 
the band director and the vocal instructor often found band, choir, or general music 
classes at primary and secondary schools for County College students to observe, 
especially for music majors who wished to continue in music education. The band 
director stressed that he did not feel comfortable with his students leading lessons, 
teaching classes, or assisting at their current level of education, so he actively 
discouraged them from doing anything other than observing.   
   The band director went so far as to say that students who attend County College 
were at a disadvantage and it was not in their best interests to attend a two-year school if 
it was at all possible for them to attend a university. The cost of missing the first two 
years at the university was too great to justify the cost reduction, smaller class sizes, and 
performance opportunities. Students who transferred to a university as juniors were 
newcomers to a community of practice filled with peers that had been integrated into the 
system for years. This perception that transfer students are at a disadvantage may be 
consistent with the findings of Cho (2014), who found that when students do not feel 
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welcome, they are hesitant to participate fully. It is possible, in other words, that 
community college transfer students may not be as successful as students who have been 
at the four-year university since they were freshmen, as they may not have had the 
rapport and relationships with fellow students and faculty, which may cause them to feel 
like an outsider. The band director’s opinion about the role of two-year college made 
clear his insistence that the school start a program for sound design. This would have 
given his school a program that graduated students immediately into the workforce and 
would not require them to transfer to another school. It also would have given the school 
a program that was unique in the area. 
What Challenges Do Faculty Perceive in Their Attempt to Align Offered 
Communities of Practice with Student Needs and Goals Inside the Constraints of the 
School Mission and Curriculum? 
 Discontinuity is part of the constant change that is so much a part of any 
community of practice (Wenger, 1998, p. 94). Wenger (1998) went on to say, “this 
combination of discontinuity and continuity creates a dynamic equilibrium that can be 
construed, by participants and by the encompassing institution, as stable and as the same 
practice” (p. 95). Consistency is rare at two-year colleges in terms of student enrollment. 
Faculty must constantly recruit, as each year there is approximately a 50% student 
turnover, as the sophomore class graduates. Every two years, there is nearly total turnover 
in students. Performing ensembles tend to show symptoms of this constant transition. 
Often one of these symptoms was poor performances.   
 Poor ensemble performances led to some anti-County College sentiments among 
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area secondary music teachers who wanted the best for their students and did not see 
County College as the most ideal place for their students to study. This was evidenced by 
a local high school teacher who refused to distribute audition and recruiting materials to 
his students and by current students, like Jimmy and Jamie, who had lost respect for a 
few faculty members and chose not to participate in the ensembles. The loss of respect 
for the ensembles at County College was partially due to personality conflicts between 
strong-willed students like Jimmy and Jamie with preconceived ideas about college choir 
that did not match the County College choir and the choir director, and a partial 
recognition by the choir director and the administrators that there was a lack of resources 
afforded to the ensemble by the college, namely the resources to hire an accompanist. 
The instrumental ensembles tended to supplement their numbers by paying a small 
stipend to local musicians to come perform on concerts and fill out weak instrumentation, 
but the choral program could not justify that expense, as there were enough college 
students to cover all the parts of standard SATB choral literature. The lack of an 
accompanist position meant the choir director had to accompany his own choirs, even 
though his piano skills were not capable of doing so.  
Guiding Novice Students  
 Faculty at County College were required constantly to find ways to reach students 
who were oblivious to their own ignorance about what it takes to become a successful 
music major and professional musician. During their respective interviews, William and 
Joan both demonstrated a lack of understanding about the basic function of music theory, 
ear-training, and sight-singing courses. Faculty members were not able to benefit from 
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making even the most basic assumptions about students and their musical understanding. 
Charles made it clear that he was doing his best to become a better trumpeter and music 
teacher, but that he felt behind and was unclear about what he would be asked to do in the 
future. Even when faculty took time to be very clear about the requirements and 
expectations of the degree, they were faced with student misunderstanding and 
misinterpretation of these requirements and expectations. This misunderstanding led the 
band director to devote significant time in his seminar course, or masterclass, to 
conveying to the students what was required of them to be a successful music major, 
performer, and/or teacher, including lessons in etiquette, practicing, and other more extra-
musical aspects of being a college music major.  
 Faculty members could not afford to lose the students as music majors if 
programs continued to be offered. Napoli and Wortman (1998) studied retention in a two-
year college and found that students cited social support as among the most significant 
factors in returning to the school he studied. Additionally, Napoli and Wortman found 
that negative events in school had strong and consistently adverse effects on student 
persistence. County College faculty members tended to find social support for their 
students through clubs and peer group organizations whenever possible and would often 
serve as counselors to students to strengthen social support and minimize the adverse 
effects of negative events. For example, when Jimmy experienced a negative event when 
he became frustrated with the state of the choir, the musical theatre instructor counseled 
him and suggested he find social support by being more involved in the student-led 
drama club.  
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Connecting Students with Their Interests  
 When multiple students began to express interest in a new program or line of 
study, faculty took notice and sought out ways for the students to participate by forming a 
community of practice. Such was the case when the vocal instructor founded the local 
chapter of NAfME, or when the band director put Julie in contact with a nearby 
university so that she could begin to network with others who shared her interests. 
Sometimes there were organizations and communities of practice in place, such as 
NAfME for music education majors, while other times, the faculty had to reach out 
beyond the scope of their own institution and ask for help from other schools. A common 
theme among the faculty was the desire to add faculty positions, programs, degrees, and 
repurpose space in the building, however, most of these desires required significant 
capital outlay from the college. The position of the college was that while there are so 
few majors, the faculty must make do with what they have.  
 Whereas Fitzpatrick (2013) found that students would often use the tools at their 
disposal in unique and broadening ways, faculty members at County College were tasked 
with offering these tools and other structures with little resources. Should there ever be an 
exponential rise in majors that would warrant the expenditures, the funding would be 
appropriated. This reality meant faculty had to take on the monumental task of using the 
communities of practice in place at County College in unique and very different ways to 
teach students with widely different educational goals. This was not the perfect situation 
but seemed to be the reality under the current administration. The faculty were charged 
with the task of raising the number of music majors in order to offer new programs, even 
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though those very programs, the faculty asserted, would be what could draw more music 
majors to the program. 
 Faculty members at County College had considerable ideas about ways to attract 
more students and tailor the existing curriculum to better suit the diverse needs of the 
student body; however, the main factor that impeded the implementation of many of 
these ideas was funding. Any of their ideas that did not require considerable expense was 
either already in place or recently implemented. The cost of adding highly trained faculty 
or renovations to existing classrooms or buildings was enough to stop any major changes 
to the curricular offerings. The diversity of student curricular goals also made it difficult 
for faculty to prepare students for legitimate peripheral participation in communities of 
practice that would benefit a significant enough number of students. 
Legitimate Peripheral Participation 
 Legitimate peripheral participation, as Lave and Wenger described it, outlines a 
cycle of newcomers learning from old-timers. The old-timers eventually retire and leave 
the newcomers to replace them (Lave & Wenger, 1991, p. 57). At a two-year college, 
there are two potential types of old-timers: faculty and more experienced students. Except 
at times of faculty turnover, faculty are largely a constant in the established communities 
of practice. At a university, there are approximately three undergraduate years’ worth of 
students, and depending on the school, multiple graduate level students that can also 
serve as old-timers to varying degrees. However, at a two-year school, the number of 
students who act as old-timers drops to sophomores and any non-traditional or third year 
students. There was a huge burden on faculty to support the communities of practice in 
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the music department, with the help of the few students that accelerated to old-timer after 
only one year.  
Freshmen as Newcomers  
 Freshmen at County College were newcomers to the communities of practice they 
joined. They comprised approximately half of the student body but had to take 
accelerated leadership roles, as there were limited old-timers at County College. Charles 
came from a small, rural high school band program, enrolled at County College and 
found himself in the largest ensemble he had ever been in, which was a rather modest, 
22-piece band. Charles was a newcomer but, due to his music major and talent level, was 
thrust into a principal chair immediately. This experience was not unique to Charles. Julie 
and Joan, the other instrumental music majors, both shared similar experiences.    
Faculty as Constant Old-Timers  
 Faculty members, and to a lesser extent administration (who have limited contact 
with students), were the only constant old-timers beyond the first year. After a single 
school year, half the students would graduate and the freshman class became the older 
class of students. This was not always enough time to become old-timers. At County 
College, the band director indicated a single sophomore student that he trusted with 
leadership responsibilities in the County College band. Old-times in the other performing 
ensembles and music education at County College were also almost exclusively faculty 
members, with the exception of the rare sophomore student who had gained legitimacy in 
the community beyond that of newcomer. 
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Sophomores as Variable Old-Timers  
 Not every sophomore moved from newcomer to old-timer while they were at 
County College. Sometimes faculty did not trust sophomores with responsibilities, like 
the band director who only trusted one of his sophomores with responsibilities. 
Sometimes one year was just not enough time for a freshman to make the transition to 
old-timer. This delay in gaining legitimacy led to some frustration and jealousy among 
sophomores who felt ready to take leadership roles, but were not afforded them by the 
faculty. Jamie was openly hostile toward the choir director about perceived favoritism in 
his choir, which she felt kept her from assuming a more central role in the choir and was 
a contributing factor to her decision to quit the group. Conversely, Joan was relieved not 
to be a leader in the band. She did not feel prepared for such a role, nor did she want it. 
As discussed above, Creech et al. (2008b) highlighted the benefits of being involved in a 
community of practice before entering the workforce but did not indicate whether the 
involvement be as a newcomer or as an old-timer. Joan was still a newcomer in the band 
as a sophomore and would likely graduate before she ever transitioned to old-timer, 
though it is unclear how prepared she would be for the profession based on her 
participation as a newcomer in the County College band.  
Newcomers in Low-Risk Situations  
 Newcomers in traditional communities of practice are given low risk situations 
that acclimate them to the group and start them on the journey to becoming enfranchised 
old-timers (Lave & Wenger, 1991, p. 57). There were very few such introductory 
activities at County College due to its low enrollment as compared to other two-year 
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institutions.  For example, students were overburdened because they were asked to 
participate in many activities in order to cover needed roles and responsibilities. In 
addition, they were asked to cover tasks that would typically be given to older students, if 
those students existed and had not graduated after year two.  
Newcomers Thrust into Old-Timer Roles   
 As stated earlier, there were benefits in terms of students having access at a two-
year institution, but this could also be detrimental when students were thrust into 
positions of leadership before they were ready for such responsibility. A music major at 
County College would most likely sit in a top chair in an ensemble, lead a section that 
may include several non-majors, or be the only person playing a particular instrument in 
the ensemble. The chance to learn from other, more established students was not possible, 
in that there was a one-year window for freshmen entering two-year colleges to work 
with older students. 
 To allow students to engage in legitimate peripheral performance inside the two-
year college music curriculum, there was a need to supplement classroom work with 
active learning in potential career activities. Faculty members were asked to do so much 
that their time to discover what careers interested students, how they could get the 
students involved, and monitoring their actions and learning become less and less 
possible as student goals become more diverse. Faculty members had established ways 
for future music educators, classical performers, or composers to find ways to participate 
while at County College, even if the participation was not happening on campus, but 
beyond the traditional career goals, students were largely on their own. 
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County College and its Communities of Practice 
 According to Wenger (1998), mutual engagement drives joint enterprise among 
the members of a community of practice to create shared repertoire. As shared repertoire 
is created, mutual engagement is full of competition and collaboration among its 
members. At County College, competition and collaboration often occurred among 
members who worked closely and in a small population on a shared repertoire. Naturally, 
tension and disagreements would arise, but would often enrich the community of practice 
as its members worked toward a joint enterprise.	
Competition and Collaboration 
  Participation in a community of practice is shaped by the collaboration and 
competition of its members. The relationships formed among its membership are 
important in shaping those involved. According to Wenger (1998), working together and 
in opposition to others in the community of practice help to enrich the community of 
practice and the participants (p. 76-77). Wenger’s outlines how competition and 
collaboration can enrich a community of practice, either by allowing like-minded 
participants to work together, or by setting participants in opposition to each other to 
challenge the ideas and actions of the others in the community of practice. At County 
College, competition and collaboration occurred among low numbers of students due to 
the relative size of the communities of practice available. Some students sought out the 
small communities of practice available at County College, although often as a result of 
their own apprehension about joining large communities of practice elsewhere, or as an 
extension of their high school communities of practice, which were of comparable size.  
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 Competition among a small population. Although students at County College 
had the ability to participate in the available communities of practice immediately, the 
low number of students limited the variety of the communities of practice available. 
There was little competition in many key areas. The band rarely had enough members to 
play all the parts, so the only competition was for who would play which part in sections 
typically scored with two or three-part divisions like clarinet or trumpet. Unfortunately, 
the clarinet section did not have enough players to cover three parts and the trumpeters in 
the section competed for who could play the lower parts. Charles played the first part by 
default; no other trumpeter felt competent enough to play the part and Charles was the 
only music major. Classes were very small and ensembles struggled to have enough 
participants to exist. There is no competition in a trumpet section of one, for example. 
Although the band director would often hire in trumpeters to fill the section on concert 
night, there was not much time to foster a community with these extra players who did 
not rehearse with the ensemble but only participated in performances. The experiences 
that are gained through participation in a band with full sections with a performer on 
every part are very different from the experiences at County College, where some parts 
were never performed and when they were, only at the concert.  
 Collaboration among a small population. Kale was excited to work with his 
classmates in and out of class. They worked on assignments together, kept each other on 
task and going to class, and most dear to Kale, made music together. The benefits of 
students’ participation in a pre-existing community of practice before they graduate into 
the workforce have been explored by many researchers. Creech et al. (2008b) sought to 
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understand to what degree higher education courses prepared students for the transition 
from undergraduate to professional and noted the benefits of peer networks much like the 
ones fostered by Kale and his classmates.  
 Cook and Buck (2014) studied preservice teachers and their collaboration with 
laboratory scientists and found that their unique knowledge contributed to scientific 
inquiry, just as Kale’s unique musical background in rock and roll music enriched the 
communities of practice at County College with a different perspective. Blair (2008) 
studied new teachers and their perceptions of preparedness and affirm the importance of 
peer group networks. The benefits of participation were limited as the experiences gained 
in that community of practice were limited. The richer and more diverse the pre-existing 
community of practice the fuller the benefits as the student moves into the workforce. 
Conversely, at County College, collaboration could get monotonous when the same three 
people were in all the classroom-based music courses together. Joan was not a part of 
Kale’s group of friends and did not know of other students with which to form the same 
form of camaraderie outside of class. She participated with Kale and his friends in class, 
but her participation did not extend outside the classroom.  
Mutual Engagement, Disagreements, and Tension 
 Mutual engagement is not always peaceful and happy and often involves 
disagreements and tension (Wenger, 1998, p. 77). Ideally, disagreement and tension are 
used to come to a consensus and to challenge ideas and to force growth. More than one 
student voiced their frustration with aspects of County College, but instead of using that 
frustration to fuel positive change, the students expressed that they felt helpless and 
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disgruntled enough to stop participating in certain communities of practice in the program 
instead. In Jaime’s case, Jaime reported that it was her negative experience in choir that 
precipitated her choice, which was not surprising considering that multiple students and 
the director agreed that the lack of an accompanist had a detrimental effect upon the 
performance quality of the group and the in-class experience of the students enrolled.  
 Using disagreements and tension to enrich communities of practice. In a more 
workable situation, a student might show commitment by choosing to stay involved and 
to work through adversity and frustration. However, when multiple students decide to 
quit rather than to work together to improve the situation, this may reflect a larger 
institutional problem. In her study of university choir retention, Sichivitsa (2003) found 
that social aspects of the ensemble and the satisfaction with the conductor, respectively, 
were significant factors that affected retention. At County College, both of these factors 
were cited by students as reasons for retention problems in the choir. The disagreements 
and the tension that arose in the County College choir, whether due to a lack of resources 
to hire and accompanist, or personality conflicts between students and the director, 
negatively affected retention but resulted in positive change when all parties recognized 
the dire need for an accompanist. Once the problem had been identified as a lack of 
personnel, an accompanist was sought. However, the damage to the reputation of the 
choral program was significant and the school clearly needed to work to repair its 
relationship with the students and the greater community. Whereas other programs also 
exhibited occasional disagreement and tension, they all seemed to be working toward 
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common goals and exemplified the mutual engagement inherent in a community of 
practice.  
Communities of Practice in Context  
 Communities of practice are not self-contained and will be shaped by their 
position inside larger historical, social, cultural, or institutional contexts (Wenger, 1998, 
p. 12-17). The communities of practice at County College were subject to the constraints 
and expectations of the administration, the community, the faculty, and the students. Each 
performing group in the music program–band, choir, and musical theatre–had a rich and 
successful historical context that included beloved previous directors, noted concerts and 
tours, and strong community support. All three of these performing groups had excelled 
and been flagship ensembles of the college in the 1980s and 1990s. More recently, 
however, with the turnover in ensemble leadership, the ensembles did not garner the 
success they once had. These factors contributed to the social, cultural, and institutional 
contexts that guided the programs at the time of this study.   
 For example, the musical theatre program had to choose shows that did not offend 
the conservative community, which was a main source of financial support, even though 
the director considered these conservative artistic decisions a disservice to future 
performers who needed the experience of performing a broader range of material. 
Institutional contexts imposed performance standards on the choir and band, especially 
when administration attended concerts and were displeased with artistic decisions or 
performance quality, as was the case when the vice-president attended the most recent 
choir concert.  
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Joint Enterprise  
 The course offerings were limited by student enrollment. Student enrollment was 
affected by faculty recruiting efforts and many other factors. Administrators cited 
enrollment as a way to measure student wants and needs, though a new course could not 
be vetted in this way. Many of the faculty thought that a sound engineering degree was 
the future of the music program at County College; however, there were many 
institutional hurdles to clear before that program could be realized. The joint enterprise of 
the music department was limited by the hesitation of the Academic Affairs office to fund 
such an expensive program without a student population in place, a faculty capable of 
teaching the courses, and the facilities in place.  
Implications for Community Colleges 
 As I interviewed more and more students, it became clear that most of the 
students I interviewed did not have a clear goal for their career trajectory or clear 
expectations for the role of County College in helping them find a career trajectory. 
Students attended this two-year college for a variety of reason, one of which was to 
expose themselves to a variety of musical experiences in an effort to determine what 
music career most fit them. It may be important that two-year college faculty members 
understand what role their college plays in helping students make career choices as the 
students may be unable to express their needs, often due to a lack of experience on the 
topic.    
 The same students would also offer differing perspectives on class size. A student 
may cheer about the low student-teacher ratio while also expressing dissatisfaction about 
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the number and diversity of the course offerings at a two-year college. Student-teacher 
ratios would go up as more students enrolled, which is what is required to fill course 
sections and provide more diverse course offerings. In other similar cases where student 
enrollment is not expected to increase, administrators and faculty members might 
consider supplementing their course offerings by combining with neighboring high 
schools or nearby colleges in similar situations to provide diverse courses and meet 
student expectations.   
 Everyone I interviewed expressed that they enjoyed the sense of community that 
existed at a small, cloistral two-year college. Students chose small colleges in an effort to 
find a college that was similar in size and scope to their own high schools, in an effort to 
make as smooth a transition as possible. Faculty members explained that they made 
efforts to help students make this transition from high school to college by maintaining a 
collegial atmosphere with students, while also enforcing as rigorous academic standards 
as possible. Often the same students who expressed their satisfaction with the atmosphere 
at a small, relaxed two-year college also expressed dissatisfaction with the level of 
familiarity between the faculty and students and the lack of rigor in the performing 
ensembles. According to these students, the problem was with faculty members who did 
not want to hurt feelings by holding underperforming students accountable. College 
faculty members may to need to find the delicate balance between kindness and 
accountability, especially in performing ensembles with diverse student experience 
levels.  
 Student leadership at a two-year college is constantly evolving. Often students 
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spend a single year in leadership positions as sophomores or must assume leadership 
roles as freshmen. Some students assume these responsibilities eagerly and are excited to 
learn and lead their classmates under the guidance of more senior students or faculty 
members. Other students find themselves in unwanted leadership roles because of their 
major. The most common example in this study is that of music majors who are expected 
to lead a section in a performing ensemble, yet do not feel comfortable doing so. There 
was no specific course on leadership available to students, nor did students get any other 
guidance other than modeling by older students and faculty members. Faculty members 
in similar situations may consider leadership training or other programs that help student 
who are thrust into leadership positions but who do not feel prepared to lead.  
 Students who enroll at two-year colleges seeking non-traditional music careers are 
often accepted and find themselves pursuing a degree with a course of study that does not 
completely fulfill their needs and expectations. These students are often initially denied 
admission at a university because they do not fulfill all the requirements of a traditional 
music major, so a two-year college may be their only option for higher education in a 
specific geographic location. As each of these students is often unique, it may be difficult 
to implement strict policies regarding curriculum amendments. Administrators and 
faculty members in similar contexts might consider finding ways inside existing curricula 
to cater to these students.	
 Faculty members and administrators at County College often independently 
sought solutions to problems that arose. These various solutions sometimes aligned; 
however, implementation sometimes differed as faculty members and administrators had 
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different considerations that influenced their decisions. Faculty members and 
administrators at County College and similar institutions may face similar issues (e.g., the 
ways in which to add new courses or faculty, ways to supplement the curriculum, 
methods for recruiting and retaining students) but their approach to solutions will be 
unique. Administrators and faculty members in these situations might consider finding a 
way to create a more open dialogue with one another in an effort to align their solutions 
and to ease challenges of implementation.	
Directions for Future Research 
 The music theatre instructor outlined a survey course that, among other things, 
introduced theatre majors to careers in theatre available to them. Many of the students I 
interviewed in the music department lacked a clear direction and understanding of how 
they could best apply their music degree toward a career in music. Outside music 
education, students did not know how their degree would progress them toward their 
career goals, nor did they know what they would need to do after graduation from County 
College. The success of the theatre program at County College could be used as the basis 
for a further case study to explore music students’ understanding of careers in music.   
 One faculty member I interviewed suggested that the solution to low enrollment at 
County College was to offer a unique program to attract students from outside the County 
College service area, specifically a degree in music technology. Georgina and Olson 
(2008) found significant correlations between technology literacy and pedagogical 
practice integration, while Young (2004) determined that faculty often used technology 
as an educational delivery aid but not always at the technology’s fullest potential. De Vry 
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(2003) and Ertmer (2005) suggested the need to tailor professional development on 
technology to specific departmental needs. Based on this research and findings of this 
study, it is apparent that faculty members without previous experience may need 
extensive training to become competent enough to design a technology-based course. 
Additional research into the development of a music technology course and program of 
study is needed to guide the process of adding such a program utilizing the current 
faculty, supplemented with training on the technology that they would be tasked with 
using.       
 Another faculty member’s solution to recruiting and retaining students was to 
tailor the curriculum to each student. Not all faculty members agreed about the benefits 
of altering their curricula or even whether to include diverse music styles in private 
lessons. Santangelo and Tomlinson (2009) sought to understand the implications of 
differentiated instruction and to better understand student influences and motivations. 
Kuh (2007) surveyed students to gauge their levels of engagement, Hativa and 
Birenbaum (2000) used a questionnaire to better understand how student background 
experiences aligned with their learning profiles, and Kember (2001) interviewed part-
time students to understand their views on teacher-centered versus student-centered 
instruction. The researchers used a variety of methods but they all suggested the inclusion 
of student feedback in the design of courses and curricula. None of the researchers above 
studied two-year colleges; therefore, a study using similar methods is warranted to gauge 
two-year college students’ levels of engagement, how their background experiences 
direct their learning styles, and their attitudes on teacher-centered versus student-centered 
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instruction.   
 I sought to understand student expectations at a two-year college. Many students 
in my study expressed an interest in communities of practice that were unavailable at 
County College for economic viability or practical reasons. County College could not 
completely satisfy the musical expectations of these students, who could be seen as 
consumers of higher education at County College. Hill (1995) surveyed higher education 
students over the course of three years to understand their satisfaction with the overall 
quality of the courses, the program, and the university, and was then compared and 
contrasted with the results of the previous years. Oldfield and Baron (2000) surveyed 
undergraduate students in their first and fourth year to measure expectations and 
perceptions of service quality in higher education. A comparison of the perceptions of 
service quality suggested that perception of service quality changed over a period of 
study. Future research could similarly offer insights into student expectations and 
perception by conducting surveys of students in their first and second years at a two-year 
college or by surveying students in their first year at a two-year college and then 
surveying them about their experiences at a two-year college after they have spent two 
years at a university. 
 The faculty members I interviewed in this study did not have a way to track 
students after graduation. As a result, they based all their curriculum changes on 
anecdotal evidence from alumni who were almost exclusively music educators. Burland 
(2005) conducted a longitudinal study of 32 undergraduate music students as they 
transitioned to professional or amateur musicians after graduation and suggested that an 
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individual’s musical identity and his or her coping strategies play an integral role in the 
process. Similar longitudinal research of music students at two-year colleges is warranted 
to gain insight into how two-year colleges prepare music students for transfer to a 
university or for the transition to their career. Such research would offer more accurate 
insights into the effectiveness of the two-year college music curriculum and to what 
extent it prepares graduates.  
Conclusion 
 Wenger (2008) described communities of practice as so informal that they are 
difficult to see, but, as they are so pervasive, they are also very familiar (p. 7). Students at 
County College could identify some of their own communities of practice but had 
difficulty seeing others. In that the ultimate goal when coming to a two-year college is to 
leave a two-year college, students were focused on the communities of practice they 
needed or they thought they needed, and were sometimes oblivious to the communities of 
practice in which they participated every day. They lamented an ensemble they wished 
was offered right before they left to go join a study group that was meeting in the practice 
rooms. The study time would eventually break down into a jam session among friends 
that would end when the security guard came along to lock the doors. These were 
communities of practice that were less formal and less obvious to the students I 
interviewed.     
 The music students at County College seemed to fall into two major categories: 
those that took advantage of what the college had to offer to further their educational and 
career goals, and those that had no such goals and were in need of guidance or a place to 
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explore. Faculty members found themselves in front of students with various educational 
goals, or no educational goals. How does a faculty member or the music department serve 
a student with no educational goals?  
 The research I have conducted here would suggest that each student is different. 
The narrowness and basic nature of the two-year music degree also makes it extremely 
versatile with broad applications. Students could use the degree they earned and the skills 
they developed while at County College in so many ways that faculty had trouble 
tailoring the experiences at County College to match. Instead, the faculty adapted the 
curriculum when they could, but the majority of student participation occurred inside the 
courses and communities of practice available in any given semester.  
 Because they taught in such a small school, it was necessary for faculty members 
at County College to serve as old-timers in communities of practice, playing the role of 
teachers, advisors, coaches, supervisors, counselors, cheerleaders, and so much more. 
Students often depended on them for direction inside and outside of the classroom, in 
formal and informal communities of practice. Large universities with large faculties can 
afford to be relatively more exclusionary in their enrollments as there is potentially a 
greater wealth of student applicants and participants in their various communities of 
practice. However, at smaller schools like County College, maintaining student 
enrollment is crucial to vibrant and diverse communities of practice. Additionally, 
students may not have attended college at all if not for the opportunity they found at 
County College. Students were given access that may have been denied them at other 
colleges. County College’s inclusivity academically and generosity financially made 
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higher education possible for many local aspiring music students. Although County 
College needed the students to maintain programs, often the students needed County 
College even more.  
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APPENDIX A 
Administrator Interview Protocol 
• Briefly describe your history as an administrator. How long have you worked for 
this institution in your current capacity?  
• Communities of practice are formed by people who engage in a process of 
collective learning in a shared domain. An example of a community of practice 
relevant to a jazz musician may include a jazz ensemble, small combo, courses in 
jazz harmony, arranging and composition, or perhaps even concerts or festivals 
that expose students to professional jazz musicians. What communities of practice 
have you identified for inclusion in the music program, including partial or 
incomplete communities of practice? Describe any communities of practice that 
you would like to include in the music program in the future? Are there any 
communities of practice that have been phased out, and if so, why? 
• Describe the music program when you assumed your current position. How has 
the music program changed over your tenure? 
• What or who can influence change in the music degree program? Can faculty or 
students effect change in the program? 
• What role does the music industry play in the preparation and implementation of 
the music curriculum?  
• What steps are taken to keep curricula current? 
• Do you have any problems finding qualified faculty? Has that ever affected 
course offerings?  
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• How do faculty specializations affect the courses offered?  
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APPENDIX B 
Faculty Interview Protocol 
• Communities of practice are formed by people who engage in a process of 
collective learning in a shared domain. An example of a community of practice 
relevant to a jazz musician may include a jazz ensemble, small combo, courses in 
jazz harmony, arranging and composition, or perhaps even concerts or festivals 
that expose students to professional jazz musicians. What communities of practice 
current exist at your institution? 
• To what extent are you satisfied with the overall design of the current music 
degree program? Please explain the reasons why you are satisfied or not? 
• Are any actions taken to cultivate new communities of practice? If no, why not? If 
yes, please describe.  
• Why do you feel students attend your institution? What do you feel that your 
institution has to offer prospective students? 
• Does your institution track student activity after graduation? What percentage of 
students seek additional education, enter the workforce, enter the military, or 
other pursuits?  Have you surveyed the students formally or informally to 
determine how prepared they feel in these various pursuits?  Do you ever hear 
from former students in terms of developments in their careers? 
• Based on your knowledge of student educational goals, how much learning is 
occurring at your institution versus the amount of knowledge the student will have 
to pick up after graduation? To what degree do students get opportunities to 
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participate in communities of practices that are related to their post-college 
pursuits? 
• Do you feel you are qualified to teach all the courses in your teaching load, or to 
lead all the programs you are asked to lead? What steps do you take to teach 
classes or lead programs of which you are less familiar? What support do you (or 
would you like to) receive from your institution in terms of professional 
development for these purposes? 
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APPENDIX C 
Student Interview Protocol 
• To what extent are you satisfied with the curriculum of your degree program? Are 
you learning what you believe you need to learn to achieve your career 
aspiration? 
• What issues or circumstances have influenced your decision to attend this 
college? 
• What experiences or influences led you to your decision to major in music? 
• What are your career plans after graduation from this college? 
• Communities of practice are formed by people who engage in a process of 
collective learning in a shared domain. An example of a community of practice 
relevant to a jazz musician may include a jazz ensemble, small combo, courses in 
jazz harmony, arranging and composition, or perhaps even concerts or festivals 
that expose students to professional jazz musicians. What communities of practice 
have you joined through your enrollment at this college? 
• Do you feel that this community of practice is complete? In other words, do you 
feel that the community of practice at this college provides all of the experiences 
and needed mentoring for you to feel that you can become an engaged member of 
this community of practice? 
• What communities of practice do you seek to join after graduation? Do you feel 
prepared to join those communities of practice?  
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